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CHAPTER I
INTRODUCTION
This study proposes and pilots a strategy for supervision of student
teachers which adds humaneness to the supervisor's role, and lessens the
important gaps between present theory and practice. It is a strategy which
emphasizes the use of oneself as an instrument (Combs, 1969), in working with
student teachers, and the use of certain counseling skills in order to facilitate
student teachers' individual personal growth.
Silberman (1970) states that there is general agreement among
educators that supervision is something less than adequate. As a result of a
three and one-half year study commissioned by the Carnegie Corporation, he
concludes that student teaching is in as dismal a state as the rest of education.
He goes on to state that, "Remarkably little has changed, in fact, since 1904,
when John Dewey described the unhappy consequences of the failure to relate
theory and practice in teacher education, " (p. 459). Furthermore, Goldhammer
(1969) calls current supervisory relationships mutually thwarting and failing to
enhance either the student teachers' dignity or the supervisors. They are two of
the numerous critics in recent years, to call for a new type of supervision.
Purpose of the Study
The purpose of this study is to investigate the use of an approach to
2supervision of student teachers which utilizes as its main focus a type of
relationship between student teacher and supervisor which is humanistically-
oriented, supportive; one which is warm, open, revealing, and honest. Combs
(1965) called such behavior a ’’helping relationship. " In addition, the supervisory
strategy employs the use of Gestalt counseling techniques in order to help
student teachers become better able to be self-supportive, and to take
responsibility for their own actions, and to become more aware and expressive
of their feelings.
The major problem being addressed in this study is to determine
whether an approach to supervision of student teachers as described in Chapter
III will cause student teachers to take responsibility for their own actions,
develop an increased self-awareness and contact with self, and better attend
to, clarify, and express feelings. These are qualities which many contemporary
psychologists consider indicative of successful people, and there is strong-
evidence (Combs 1970, Moustakas 1869, Freeze 1970, Rogers 1963,
Hamachek 1971, Blume 1971) that these qualities are also indicative of
successful teachers.
Significance of the Study
In recent years there have been increased amounts of research dealing
with areas in education which have been long neglected. One example is the
recent large number of research studies in the area of counseling. However,
3with all of the criticism leveled against the practice of supervision, research
in this area remains quite sparse.
Most supervision is focussed on teaching performance and methodology.
Very little supervisory effort is aimed toward augmenting student teachers'
self-actualization as a means for developing effective teachers.
There is little agreement among supervisors regarding methods of
supervision. Methods of supervision are the products of the supervisor's goals
which are, in turn, the products of the supervisor's view of his students. If
the supervisor sees Iris students as instruments of education who must be shaped
into a pre-determined pattern and who will be effective transmitters of knowledge,
the supervisor will set as his goals the transmission of methodology and skills.
If, on the other hand, the supervisor sees his students as people who will use,
as Combs (1965) suggests, their "selves as instruments," he sets as his goals
the facilitation of his students' encounters with their selves. As Hamachek
(1971) points out, "We teach what we are, not just what we say. We teach
our self-concepts far more often than we teach our subject matter, " (p. 208).
This study is an attempt to bring the latter view of student teachers to
bear on the creation of a supervisory model.
Problems ana Issues in Supervision
This section explores the severe gap between what we do in practice
and what we know in theory. This gap will be examined as it relates to the
conventional practice -teaching triad of supervisor, cooperating teacher, and
4student teacher. Next is an argument designed to support the type of supervision
which would begin to fill that gap.
Supervisors
What we do very often in present methods of supervising practice-
teachers is to disregard the individual feelings and concerns of our students, and give
preference to the inculcation of methods, techniques, and the mechanics of the
classroom. A look at some of the textbooks for supervision easily substantiates
this point, (Stradley 1968; Stratemeyer and Landsey, 1958). Typical tables of
contents contain chapters on planning, style, classroom techniques, professional
activities, and evaluation. Little if any attention seems to be paid to the practice
teacher as a human being. A typical supervisor might cue into such things as
volume of voice, content of lesson, motivation and styles of questioning. The
conference which follows is often cold and impersonal, leaving the practice
teacher with great anxiety.
Herbert M. Greenberg calls the observation and conference, "often. . .
a trying experience for the teacher and children as well, " (1969, p. 122).
Supervisors are often critical and judgmental, either overly or otherwise.
Greenberg states:
Through tone of voice, facial expression, or
choice of words, supervisors often communicate
how horrified, shocked, disappointed, etc., they
are about a teacher's performance. Sometimes
this gut reaction to what is being observed is
more successfully disguised, but the teacher
senses it and knows well of its existence, (p. 122).
5In a study by Stewig (1970) student teachers reported apprehension
regarding supervisory visits. Supervisors were not successful in dispelling
this fear. In a survey of the professional problems of elementary school
teachei’S (Olander 1970) in the City of Pittsburg, the teachers were asked to rate
suggestions for alleviating their professional problems. The suggestion ranking
second highest in value was having a principal and supervisor who listened with
empathy and understanding. The lowest ranked suggestion in value was more
classroom visitations by supervisors.
Rogers (1965) reports on an early experience in the training of counselors
in which instructors critiqued trainees' counseling sessions. He states:
While the instructor endeavored to keep the
pressure of disapproval from being too great,
and to balance it with approval, the individual
frequently felt very much on the spot (p. 430).
As a result trainees often experienced guilt feelings in regard to their work.
Criticisms made trainees try to achieve an orthodox style even though it meant
that they would have to behave in ways not genuine to them.
Being evaluated as a student teacher is not a new experience. Most of
us have been evaluated all our lives, by parents, teachers, and college
professors. Being evaluated can arouse strong feelings of anxiety, fear of
failure and inadequacy, hurt, shame, and rejection, and sometimes loneliness
and anger. Greenberg states:
6Our feelings about ourselves are very sensitive
to negative evaluations from persons in authority.
Our self-feelings may be shattered - our self-
confidence shaken, our liking for ourselves dis-
solved and replaced with self-hate, self-dislike,
and self-dissatisfaction. Though most adults
most of the time do not experience this range of
feelings, under the surface these feelings certainly
linger. They are hidden, covered up. When they
are aroused by a negative evaluation, it shocks us
to discover their continued presence. Many
adults can recall such feelings from the distant
past of childhood, but to become aware of their
presence in the here and now can be an emotional
bpiow, (p. 123).
What we do in present methods of supervision is to perpetuate the status
quo by focusing on established ways of teaching. Goldhammer (1969) and
Silberman (1970) refer to how educationally invalid the techniques advocated by
supervisors are. Most prior experiences of supervisors are as teachers, and as
teachers in educational methods courses, which, according to Carl Rogers (1967),
deal primarily with the transmission of content knowledge. Some writers
(Stewig 1970; Silberman 1970; Chatlas Kain and Southworth 1968) recommend that
supervisors should tailor their services to the expressed needs of the super-
visees. However, it is questionable how often this occurs. In a survey by Bail
(1947) only 4. 3% of 460 student teachers replied that they received the type of
supervision they desired.
An important factor which contributes to the supervisors inability to
meet the needs of student teachers is one of differences in perception. In a
7study by Karines (1959) dealing with supervisory practices, it was revealed
that differences of perception exist between teacher and supervisor on the
nature of problems confronting teachers, and the methods of dealing with
problems teachers have. Stewig (1970) found crucial differences, existing
between the perceptions of supervisors and students, that may have hindered
communications and limited supervisory effectiveness. And in practice,
supervisors rarely check out their perceptions.
What we know is that supervisors are often overburdened (Stewig 1970;
Cumming 1970; Silberman 1970), and with tight budgets education schools are
often reluctant to allocate more than a bare minimum for supervision of
student teachers. There is also lack of agreement among supervisors as to
what constitutes good supervision or good teaching. Silberman (1970) reports
a study which showed students' evaluations of their student teachers to be more
consistent than the evaluations by the supervisors. In view of the evidence, it
is not shocking to find Goldhammer (1969) stating that both the "stuff" and
methods of supervision are random, residual, frequently archaic, and eclectic
in the worst sense.
Student Teachers
What vve know is that student teachers, especially, are often anxious to
please authority by conforming to what is expected in order to at least minimize
disapproval, and at best gain approval, reward, and praise. Thus, the student
teacher often denies his own self in order to become what someone else wants
8him to be. Educator Harold Taylor told George Leonard (1968) of spending
what he called, "four of the most depressing days of my life, " with students
from each of the four classes of a small, elite Eastern college:
The experience had the quality of stop-action
photography, in which the effects of four years
of college were compressed into that many days.
The freshmen. . . were still, to some extent
open and inquisitive, ready for new ideas. Each
subsequent class was less so, with the seniors
seeming bored, cynical and interested only in
'How will this help me get a better grade?' or
"What's in it for me?" (p. 112).
It might not be surprising therefore, to find this attitude among student
teachers who in most cases are juniors and seniors. Greenberg (1970) writes
that "It is difficult to say which adjustment has the more tragic consequences -
the teacher who desperately tides to be what he is not, to conform to the authority,
and who succeeds at it, or the teacher who tries with great effort and fails at
becoming what is expected by the authority. " In either case the teacher gives up
part of himself causing great unhappiness to himself and often to those close to
him as he projects his tensions to them. Often student teachers become even
more confused when supervisors and cooperating teachers place opposite and
conflicting demands upon them. Sometimes student teachers will respond to
this pressure by viewing both supervisor and cooperating teacher as adversaries
to be fended off through apparent acquiescence. While with the supervisor, the
student teacher will agree with him; while with the cooperating teacher, the
student teacher will take the opposite view. This dissembling behavior is
delineated movingly by Farber (1970) in The Student As Nigger.
9
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We know that student teaching often comes at a time of unsolved problems
in the student teacher's own life, when personal anxiety surfaces and reaches a
climax. There are indeed many problems which seem to be common among
student teachers. Some of these are: inability to handle feedback, over-
aggressiveness with children, and others, personality conflicts with cooperating
teachers, peers, children, and/or supervisors, disillusionment with some
aspects of the teaching job, difficulty in putting theory into practice, inability
to communicate with children, concern about finding a teaching position upon
graduation, or about entering the teaching profession at all.
It would seem that attention to these problems might be crucial.
Yet, many supervisors and educators seem to consider involvement in a student
teachers' own feelings to be outside the limits of supervision. Goldhammer
(1969) states that "if the teacher's dilemma cannot be solved by simple
technical assistance, he has 'problems' - personal problems, and is no longer
considered an apt target for supervision, " (p. 39 ).
Cooperating Teachers
The problem is even more complex. According to the principal, the
cooperating teachers in the school in which the author supervised were chosen
10
on the basis of tenure or of their request for a student teacher. No other
factors were considered. However, what w-' know from research is that the
cooperating teacher is a primary influence on the student teachers.
One research project showed how student teaching may be viewed as
a transitional period during which the student's perspectives undergo radical
change. The responsibility for the change was traced to the suggestions,
information, and evaluations made by the cooperating teacher. Most of these
were in direct conflict with what the student teachers learned at college,
(Iannaccone, 1963).
McAuley (196 9), reports that generally student teachers seem to be
greatly influenced by their cooperating teachers in methods of teaching, techniques
of classroom housekeeping and relationships with students. He also states
that the more formal the cooperating teacher, the more influence she seems to
exert on the student teacher assigned to her classroom.
In a study by Price (1961), considerable change occurred in student
teacher's attitudes during the student teaching semester. There was a tendency
for their attitudes to change in the direction of the attitudes held by their
cooperating teachers. Price also found that correlation between cooperating
teacher and student teacher classroom teaching performance indicated that
student teachers seemed to acquire many of the teaching practices of their
supervising teacher during the internship semester.
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Most of the elementary student teachers in Stewig's study (1970)
listed the cooperating teacher as the most satisfying aspect of their student
teaching situation, and some listed the college supervisor as the least. In a
study by Freeze (1970) student teachers who were at any point in openness on
a student problem Q-sort, after placement with cooperating teachers who were
less open, they showed a significant decrease in openness scores. One student
teacher was told by his teacher not to be open, not even to smile because it
intereferes with the business of the classroom. In this author's study student
teachers reported similar advice from cooperating teachers in their journals.
Student teachers, when placed with less open, more authoritarian cooperating
teachers become concerned with getting the class through the lesson, covering
the course of study, weeding out discipline problems. Competition is stressed,
and grades become the reward for success. Education becomes geared to the
product, which in this case seems to be the teacher's progress through the
lessons. The teacher is the center of the classroom and its supreme authority.
Silberman calls the public school teacher "perhaps the weakest link in
the chain of practice teaching, and the one that is most difficult to correct,
"
(p. 458). He goes on to say that "In some respects, in fact, practice teaching
may do more harm than good, confirming students in bad teaching habits rather
than training them in good ones, " (p. 451).
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It might seem that one solution would be to carefully identify and select
good cooperating teachers. Even if this were possible, it would not necessarily
solve the problem. Even with good models, student teachers must still find
their own unique ways of teacher behavior which are based on their own
perceptions.
The intent of this study is to investigate an approach to supervision
which will begin to close the crucial gaps, outlined above, between what we know
and what we do.
Argument for Relating Theory and Practice
The approach to supervision which this author advocates would be one
which utilizes the concept of "self as instrument" (Combs, 1969) in the establish-
ment of a helping relationship between supervisor and student teacher. It
would also utilize Gestalt and other counseling skills in order to facilitate the
student teacher's individual personal growth.
Such an approach would see student teachers as human beings, and not
as objects. This means that student teachers are perceived as independent
adults who are capable of doing and learning from their own experiences. They
are not perceived as objects to be trained, judged, manipulated, and evaluated.
Such an approach would eliminate observations by supervisors unless
requested by the student teacher for a specific purpose. For example a student
teacher might request that the supervisor observe the relationship she has with
13
a particular child with whom she is having difficulty.
It would entirely eliminate evaluation. Rogers (1962) states that
"Curiously enough even a positive evaluation is as threatening in the long run
as a negative one since to inform someone that he is good implies that you also
have the right to tell him that he is bad, " (p. 151). Positive evaluations might
also have the effect of setting the baseline for all future evaluations. This might
imply that one must continue living up to that evaluation. Conferences between
supervisor and student teacher would contain dimensions of a truly human re-
lationship. The supervisor would believe in the student's potential for self-
growth, respect the student teacher's feelings and perceptions of the nature
and meaning of his experiences, and his particular way of relating to children
in the classroom. The supervisor is not a judge but a colleague. In this respect
he encourages the student teacher's self-directed growth as a person and
professional teacher. Stewig (1970), Greenberg (1970), Harmes jl959 ), and
Moustakas (195 9) (in the training of child therapists), recommend other means to
replace observations and evaluations by supervisors.
It is recommended here that perceptions not be left to chance. Students
would be drawn out as to their perceptions. The supervisor would listen
carefully, and clarify feelings and values, offer alternatives, and allow the student
teacher to find solutions to his problems congruent with his frame of reference.
Such an approach would help student teachers clarify their own con-
fusion regarding theory and practice. The supervisor in many instances would
14
present his philosophical framework, not to influence or manipulate the student,
or to persuade him, but to illustrate his biases and to model one way of under-
standing the teaching process. It should be done in a way which allows the
student teacher to examine his own thinking and experience. The student
teacher would have the opportunity to raise questions, discuss ideas, and
problems, and examine different alternative viewpoints.
Such an approach would assist student teachers in finding their own
unique teaching styles and not encourage them to be a duplicate of someone
else.
The supervision model advocated would allow student teachers to openly
deal with personal problems and not internalize them (which often results in the
manifestation of these problems in other ways, causing the student teacher to
be more closed in interpersonal relationships.) It would allow the student
teacher to begin to understand himself better and more effectively move in the
direction of self-actualization. Silberman (1970) calls the process of helping
the prospective teacher understand himself perhaps the most neglected aspect
of teacher education.
The use of this approach with student teachers in effect becomes a matter
of priorities. If one sees the act of teaching as mainly a way of imparting
knowledge, covering curriculum, and competing for grades, then indeed super-
vising must stress methods, curriculum, and evaluation.
15
If one gives priority to process in teaching, to the establishment of
intimacy, empathy, and sensitivity; to a learning process which grows out of
the student/teacher relationship, then supervision must stress lives, values,
self-identity, and human relationships.
Approach
For this study the investigator worked with a group of eight student
teachers from the University of Hartford. A graduate assistant worked with
the control group of six student teachers. The student teachers were placed in
one large urban school in the city of Hartford. There is an annex to the school,
an old synagogue which has been converted to a Multi Instructional Area School
(MIA) for grades K-2. Students were required to spend the great part of two
semesters in student teaching as part of their professional requirements. The
first semester out student teachers were called Core I student teachers.
Students doing their second semester of student teaching were called Core II
student teachers. Core I student teachers spent five weeks in course work and
then went out into the schools for ten weeks. Core II student teachers went out
at the beginning of the semester, and then came back for five weeks of course
work.
The investigator, henceforth called the supervisor, operated on site as a
clinical professor. He used Core I people for his investigation. He met with
both experimental and control groups as part of an Introduction to Education
16
course for five sessions of two hours each before they went out into the field.
For these meetings he used structured human growth experiences (see
Appendix II) to develop trust, honesty, openness, and self-awareness in the
students. He also attempted to establish rapport with them. Once in the schools,
a weekly conference was held with each student teacher, and a small group
conference every week. Students were observed in the classroom on their
request or on the request of the cooperating teachers.
The control group underwent a more traditional type of supervision
based on observation, critique, and evaluation. The control group received more
feedback on techniques, methodology, and planning.
Both groups graded themselves at the conclusion of student teaching.
If the grades were considered acceptable by both supervisors, then they stood.
If there was a difference of opinion, then a conference was held with that student
teacher, in order that the differences be ironed out and mutual agreement reached.
Both groups were required to keep daily journals of their significant
experiences based on their own perceptions. The journals were collected at the
end of the experimental period and subjected to an analysis on five criteria:
number of self-reference statements, number of positive self-reference
statements, number of expressive verb and adjective statements, number of
statements indicating feeling-states, and number of statements indicating self-
responsibility. Two independent raters, trained by the author, computed the
data which were then checked for inter-rater reliability. A percentage was then
17
computed for each of the five criteria on each journal in order to account for
the differences in the lengths of the journals. Finally, a between group t_-test
was used to determine the significance between means of each of the criteria.
Summary
In this chapter the purpose of the study has been outlined, and its
significance, in the light of current criticisms of supervision, stated. The gap
between what we do in practice and what we know in theory as it relates to the
supervision triad of supervisor, cooperating teacher, and student-teacher has
been examined.
An argument for a new type of supervision has been put forward. The
author's approach to the study has been outlined.
The second chapter will give a brief overview of how various
psychologists have defined successful people and how this criteria might be used
to also define what is a successful teacher. The nature of helping relationships
and their use as a method of developing successful teachers will be examined, as
well as Gestalt Therapy.
Chapter III details how the supervisory program was operated and the
supervisory strategy utilizing the helping relationship and Gestalt counseling
techniques were employed. Various models of supervision using a humanistic
approach advocated by the author are discussed. The use of such a model in
the context of a total teacher training program, Model Elementary Teacher
Sequence (METS) is mentioned and the model included in Appendix I.
In Chapter IV the research design is given. Chapter V contains the
findings, and Chapter VI has a summary, conclusions and implifications for further
research.
18
CHAPTER II
SUMMARY OF RELATED LITERATURE
This chapter examines the human dimension of successful people as
a major determinant of successful teachers. Two methods for developing
successful teachers in supervision, that of the helping relationship and Gestalt
techniques are examined, and some models utilizing a humanistic approach to
supervision are mentioned.
The Human Dimension of Successful Teachers
Education has yet to define the methodology which makes a good
teacher. In 1961 the National Educational Association examined all the avail-
able research on good and poor teaching, and failed to find any method of
teaching which was significantly superior to all others. Ornstein (1971), Eisner
(1963), Flanders (1964), and Johnson (1969), called the problem so complex
that no one knows or agrees upon what a competent teacher is. Recent
attempts at systematizing and analyzing teacher behavior have been helpful and
somewhat useful, but fall short of providing the clear distinctions needed by
the profession, Combs (126 9), Ornstein (1971), Smith (1967).
Combs (1965) believes that the failure to find any common traits or
19
practices of good teachers demonstrates that a good teacher is primarily a
unique personality. He further reasons that if good teachers are indeed
unique individuals, any attempt to find a common uniqueness would be doomed
from the start. It would appear then, that teaching is an extremely personal
thing. Perhaps a better understanding might be gained if effective teaching is
defined in terms of qualities that make people of all types successful
The 1962 ASCD Yearbook, Perceiving, Behaving, Becoming, concerned
itself with the concept of the successful personality and what its implications
were for education. The authors concluded that the production of such persons
was the very goal of education, and that the qualities of successful people
provide important guidelines for educational practice. Therefore, some of the
qualities of successful people as seen by various psychologists will be looked
at below.
Successful People
There have been many attempts in recent years to determine what are
the characteristics of successful people. There is strong contention (Combs
1969; Moustakas 1969; Freeze 1970; Rogers 1963) that successful teachers
are those who have the characteristics of successful people.
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Carl Rogers (1962) describes successful people as those who are open
to their experiences, move toward more acceptingly being a process, trust
their organisms by using their own experiencing as a guide for their behavior,
make independent choices (process person).
Maslow (1954) sees them as being able to see life clearly, listening
well to others, being committed to their work, being creative, and spontaneous,
willing to risk a mistake, respecting themselves and others, being responsible,
being concerned with ends rather than means, being socially conscious, and
being able to identify with others (self-actualization).
Combs (1965) believes successful people see themselves in essentially
positive ways, perceive themselves and their world accurately and realistically,
have deep feelings of identification with other people, and are well informed
(perceptual self).
Carkhuff and Berenson (1967) list the following characteristics of
successful people; creative, honest, able to risk and act, energetic, realistic
in perceiving others, aware of the responsibility that comes with freedom,
and decisive (whole persons).
Kelly (1962) writes that one who has a fully functioning personality
thinks well of himself and others, identifies with others, sees hirnself as
21
always in movement toward growth, develops and holds human values, casts
himself in a creative role, and sees the value of mistakes (fully-functioning
self).
Frankl (1963) views successful people as those who continually push
forward to obtain meaning for their personal existence, experience love,
endure suffering, develop awareness of unused or forgotten capabilities or
potentialities, and take responsibility to make of his life what he wills (self-
realization).
Shostrom (1968) sees successful people as honest, transparent,
genuine, authentic, aware, responsive, alive, interested, free to be and
express potentials, spontaneous, and trusting in himself and others, (actualizers).
Moustakas (1956) sees successful people as open to experiences, able
to determine their own fate, accepting of self and others, able to sympathize
and identify with others, respecting integrity of others, trusting, and aware.
Other authors have labelled successful people as follows: Bills, open
person; Rokeach, open mind; and Allport, becoming; Jourard, ransparent
self; Adler, life-style; Glasser, responsibility. Whatever the name given to
the concept, there seem to be more in common among the characteristics than
not.
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One of the most recurring characteristics seems to be that successful
people can act and take responsibility for their actions (Adler 1927; Carkhuff
and Berenson 1967; Frankl 1963; Glasser 1965; Maslow 1954; Moustakas 1956;
Peris 1969; Rogers 1962; Shostrum 1968). Shostrum (1968) calls unsuccessful
people maniuplators, and states that they behave in self-defeating ways often
characterized by the use of psychological concepts as rationalizations for
perpetuating socially and self-destructive behavior.
Though he has graduated from the infant's
"I can't (help myself)", it has been only to the
adult's "I ^an't help myself because. . . I
am too shy or I am introverted or my mother
rejected me. Because, because, because!
(p. 9).
However, Shostrom believes that the aim of psychology is not merely
to offer explanations of behavior, but to help us arrive at self-knowledge, ful-
fillment, and self-support. What is implied in this common characteristic
view of humanistic psychologists is the existential belief that man can be the
master, and not the victim of his own fate.
Another common theme is that successful people think positively of
themselves and others (Combs, Kelly, Maslow, Moustakas, Rogers and
Shostrom). Hamachek (1971) points out that there is much research to show
that (successful) people see themselves as liked, wanted, acceptable, able,
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and worthy, and behave that way. Shostrom (1968) states that "the actualizor
has a deep trust in himself and others to relate to and cope with life in the
here and now, " (p. 24).
A third recurring characteristic is awareness and openness with one's
feelings (Jourard 1964; Carkhuff and Berenson 1967; Shostrom 1968; Moustakas
1956; Frankl 1963). Shostrom states:
The actualizor is able honestly to be his feelings,
whatever they maybe. He is characterized by
candidness, expression, and genuinely being
himself, (p. 23).
Other common characteristics agreed upon are perceiving reality
accurately (Combs 1965; Carkhuff and Berenson 1967; Maslow 1954; Moustakas
1956; Rogers 1962); movement toward self-growth (Allport, 1955; Combs 1965;
Kelly 1962; Rogers 1962; Shostrom 1988).
According to Freeze (1970) research suggests that the best educated
student teachers may be those who fit these criteria for successful people.
Freeze also states that successful students can be developed through their
relationship with successful college supervisors and supervising teachers. He
goes on to state that the success of the college supervisor lies in his ability to
develop in the student teacher, these characteristics of successful people. In
counseling and other professions this process has become part of what is called
the helping relationship.
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The nature of the helping relationship and its applicability to supervision
will now be examined.
Helping Relationship
The helping relationship has been defined by Rogers (1968) as:
A relationship in which at least one of the parties
has the intent of promoting the growth, develop-
ment, maturity, improved functioning, improved
coping with life of the other. The other in this
sense, may be one individual or a group. To
put it another way, a helping relationship might
be defined as one in which one of the participants
intends that there should come about in one or
both parties, more appreciation of, more ex-
pression of more functional use of the latent
inner resources of the individual, (p. 39).
Blume (1971) reports on a number of studies performed by Combs
and others at the University of Florida on the nature of the helping relationship.
Teachers, counselors, clergymen, nurses, and others were studied.
The results of these studies consistently indicated
that the effective helpers saw people from the
inside rather than the outside. They were more
concerned with people than things. They saw
behavior as caused by the here and now perceptions,
rather than by historical events. They saw others
and themselves as able, worthy, and dependable;
they saw their task as freeing rather than controlling,
and as involved, revealing, and encouraging
Process, (p. 413).
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The University of Florida study of effective teachers Gooding (1969)
concluded that: (1) there was a strong relationship between the perceptual
organization of the person and his effectiveness as a professional worker in
teaching as well as in counseling; (2) the effective group of teachers had a
perceptual organization as described above.
In a study by Heine (Combs 1969) on various psychotherapeutic
relationships, he concluded that all existing psychotherapies were more or less
approximations of the fundamental helping relationship between the therapist
and client.
In a study of the ideal therapeutic relationship by Fiedler (Rogers 196 5)
laymen and experts, regardless of orientation, agreed as to the characteristics
of the ideal relationship. The following is a list of the most characteristic,
items agreed upon.
1. The therapist is able to participate completely
in the patient communication.
2. The therapist's comments are always related
to what the patient is trying to convey.
3. The therapist sees the patient as co-worker
on a common problem.
4. The therapist treats the patient as an equal.
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5„ The therapist is very well able to understand the
patient's feelings.
6. The therapist always follows the patient's line
of thought.
7. The therapist's tone of voice conveys the complete
ability to share the patient's feelings.
(p. 53-54).
The above characteristics would also be applicable to the supervisor
and student teachers if they are considered within the context of a helping
relationship.
Combs and Soper (1969) modified the questions used in Fiedler's study
so that they would be geared for educators. The instrument was then
administered to an identified group of "expert" teachers. They found that the
teachers agreed with the laymen and therapists in Fiedler's study regarding
the ideal relationship. When the same questions were administered to a group
identified as "poor" teachers, the results were the same. Combs and Soper
concluded that although most teachers knew what the ideal helping relationship
was, not all of them were capable of practicing it.
This seems to imply that knowledge in itself does not always produce
changes in behavior, and that it might be more important to educate people
who can internalize and practice a helping relationship rather than just have
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content knowledge. This would mean providing ways for student teachers to
encounter themselves, their feelings, attitudes and perceptions.
Michael Argyle reports that:
Studies of psychotherapy, teaching, supervision,
and other social skills all show that one of the most
important things for the operator to do is to
establish a warm, secure, personal relationship:
without this he can do nothing, (p. 97).
Argyle identifies the following criteria for that relationship:
1. A warm, friendly manner, accompanied by a
smile and eye contact at suitable points.
2. Treating the other as an equal, and eliminating
social barriers.
3. Establishing a smooth and easy pattern of
interaction.
4. Finding some common interest, experience, or
other bond.
5. Showing a keen, sympathetic interest in the
other, giving him full attention, and indicating
that there is plenty of time; listening carefully
to what he says.
6. Adopting his terminology, conventions, and
generally meeting him on his own ground.
(p. 97).
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Robert Goldhammer (1969) developed a model for clinical supervision
of student teachers which strongly emphasizes a helping relationship not only
for clinical supervision, but for teaching and psychotherapy as well. Goldhammer
contends that positive supervision will not develop unless both supervisor and
supervisee experience spontaneous and authentic affection for each other.
Where this is not the case, it would be necessary that both supervisor
and supervisee honestly confront each other in order to work out the feelings,
and perceptions that are blocking the development of a spontaneous and
authentic affection.
It is suggested here that successful teachers and student teachers fit
the criteria for successful people, and that in counseling and in teaching or
supervision, the ideal characteristics which are necessary to allow people to
become successful are those which are emphasized in the helping relationship.
It is also suggested therefore that the most effective style of supervision is
one which would establish such a relationship.
Gestalt Therapy
Gestalt Therapy is also concerned with the development of successful
people. A successful person from the Gestalt viewpoint might be one who
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learns to make the transition from environmental support to self-support, one
who learns how to be himself by becoming aware of himself and taking responsi-
bility for himself and his own life. Peris (1969) states:
We apply enough skillful frustration so that the
patient is forced to find his own way, discover
his own possibilities, his own potential, and
discover that what he expects from the therapist,
he can do just as well himself, (p. 37).
But being helpful is often not enough. Peris (1969) writes that, "any
therapist who wants to be helpful is doomed from the beginning, " (p. 36). The
same might also be said of supervision. A supervisor who only sees himself as
being helpful can find himself being relied on more and more for help until he
is backed into a corner. The student teacher by playing helpless, manipulates
the supervisor to support him constantly. Most likely such a student teacher
also manipulates the cooperating teacher, and the children in the classroom.
So once a helping relationship is established, it is necessary that the
supervisor works to put the student teacher on his own two feet by helping him
to realize his own potential. Peris (1969) states that, "Learning is nothing
but discovery that something is possible. To teach means to show a person
that something is possible, " (p. 36). The supervisor can help the student
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teacher to develop his own resources by helping him to see how he blocks and
defeats himself, and by helping him remove those blocks.
Chapter III will demonstrate how the author used Gestalt techniques
in working with student teachers.
MODELS OF SUPERVISION USING A HUMANISTIC APPROACH
Counseling
It is common for the counselor trainer to stress with the student such
points as, "How do you feel about your client?" "How do you suppose he feels
about that?" "What is it you are trying to do in the time you have with your
client?" (Combs, 1965). The counseling supervisor then, does not usually
teach methods and techniques but helps the student explore his own feelings
and perceptions.
Health Professions
Sidney M. Jourard (1964), reacting to what he labels as the impersonal
"bedside manner" of workers in the health professions has proposed that the
concept of t! j helping relationship be integrated into the health professions'
curricula. He proposes that medical and nursing personnel become interested,
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concerned, warm, and permissive, and be taught the skills of eliciting and
reinforcing self
-disclosure. Jourard hypothesizes that if a nurses' supervisors
are cold, formal, impersonal, and perfection-oriented, then the nurses will
behave similarly. He recommends that supervisors develop helping relation-
ships by disclosing themselves, and showing greater interests in knowing the
real selves of the students they supervise. He feels that this approach is more
effective than the "bedside manner" appi-oach.
Child Therapists
Moustakas (1959) details a model for the supervision of students in
child therapy in which the establishment of a helping relationship is the central
feature. He lists three dimensions of the helping relationship necessary for
supervision, "that the supervisor maintains a belief in the student's potential
for growth as a therapist with children, respect for the student's perceptions
of the nature and meaning of his experiences, and acceptance of his particular
way of approaching the child and relating to him. "
The student, in Moustakas' model is neither trained nor supervised.
Self growth can only be done by the student. Students are given varied experiences
in observing normal, disturbed, and creative children of different ages and
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environments followed by discussions with their supervisors. The students
are encouraged to seek their own best therapeutic approach. The students
decide when they are ready to begin working with children. The student is
allowed to approach the child in his own way.
The students set their own agendas for supervisory conferences
related to their work or their own personal lives. The supervisor listens,
clarifies, and maintains a nonjudgmental attitude in order that the student make
his own decisions and arrive at his own evaluations and conclusions.
Teachers
Some school systems have hired special supervisors for teachers.
These supervisors are not in the administrative line of command (Greenberg
1969). Their task is to establish a counseling relationship and encourage the
process of the teachers' self growth.
Total Program for Teacher Training
Supervision is just one phase of a teacher training program. The
model of supervision advocated by this author would ideally fit into a total
program for teacher training which was based on personal growth. Such a
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program was developed and brought to the University of Massachusetts as the
Model Elementary Training Sequence (METS) by this author, Frederick H.
McCarty, Russell C. Kraus, and Joel Balsham and tested for two years.
The program is affectively based, providing students with processes for
self-discovery, group interaction, and clarification of feelings and values. It
is structured so as to allow students the means of moving in the direction of
self-actualization by providing on-going counseling with students, large varieties
of mini-courses or modules with brief annotations designed to help students
choose intelligently from among alternatives, small and large group meetings
for decision making, or expressing feelings, internal feedback systems during
activities and modules to provide immediate feedback to the staff and students,
and small groups called ’’core groups V which meet regularly and allow students
to interact openly and honestly about professional and non-professional
problems (see Appendix I).
Summary
In this chapter the characteristics of successful people as defined by
various psychologists have been noted and the similarities of those characteristics
indicated. If is also suggested that successful teachers and student teachers
fit these proposed criteria for successful people. The nature of the helping
relationship is outlined as the best method for allowing people to become
successful in counseling, teaching, or supervision.
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Finally
,
some models of supervision using the type of approach argued
for by the author are given, as well as how they would fit in to a total teacher
training program.
Chapter III shows how the investigator operated the program and how
the investigator utilized a humanistic supervision strategy.
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CHAPTER HI
PROGRAM AND STRATEGY
This chaptei discusses the model of humanistic supervision as
employed by the author and details some of the strategies utilized within that
model.
Program
Prior to student teaching, the student-teachers met for five two hour
sessions with the experimenter. Here, structured human growth experiences
(see Appendix II) were used in order to enable student teachers to encounter
their feelings, attitudes, and perceptions regarding themselves and teaching.
It was hoped that an atmosphere of mutuality, caring, belonging, and
sharing would be stimulated.
Once out in the field, the experimental group student teachers met as
a group weekly with the supervisor. Here experiences and problems were
brought out and shared. New ideas and procedures which some student teachers
found successful were related. Student teachers were encouraged to help each
other. The control group met separately with their supervisor.
Individual conferences were held weekly with each student teacher in
both groups. Each student teacher in the experimental group was asked to give
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his own clear goals for what he wished to accomplish during student teaching in
regard to personal and professional growth. In addition, the experimental group
student teachers set their own agendas for the individual conferences. In this
was the emphasis was always on the student teachers' concerns, and not the
supervisor's expectations. Two supervisory strategies were stressed, Rogerian
and Gestalt.
Supervision and Rogerian Strategy
The Rogerian approach was considered the most effective in establishing
an honest, trusting relationship quickly, and for developing supervisor/student
teacher rapport. The Rogerian approach forms the basis for the helping
relationship. It demands that the counselor show empathy toward the client's
awareness of his own experiences and be able to communicate what is going on
in the client's inner world on the basis of that empathy. It also requires that the
counselor has self-awareness, is honest and open about his personal feelings,
and is capable of being himself. In addition it demands that the counselor
possess a positive regard for his client, and accept fully every aspect of the
client's experience and his right to be and feel as he is. Finally, it is important
that the client perceive, by the counselor's behavior and verbalizations, that
he is fully accepted, understood, respected and cared about, irrespective of
his experiences, problems and feelings. The counselor listens attentively,
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attends to feeling states, communicates empathy, reflects the client's feelings,
is non-punitive and non-judgemental, and encourages the client in his attempts
to solve his own problems.
Rogerian techniques are especially effective as a way for counselors
to demonstrate their concern for and caring about their client on a personal and
emotional level. It sets up a very human environment, one of genuineness and
depth. This is especially crucial in today's often impersonal world. It is
significant that often just being available as someone who will show concern,
interest, ability to listen to a student teacher's accounts of his experiences, and
provide some support and recognition, is often quite therapeutic in itself for
many student teachers. The following are all excerpta from the student teachers
evaluations of the supervisor which reflect just this point:
Your availability and willingness were really great.
You were usually there when I had a problem, or was
happy, or frustrated. This was all very helpful to me.
The main appreciation I have is that I knew you were
there and you were giving me moral support.
Whenever I needed you for anything, you were only
minutes away.
I have resented over these weeks not always being
able to get in touch with you.
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For me, I would have liked you there every second
to report any and all traumatic experiences that
occurred. In nine out of ten times you were there
or I got you the following day.
Other than being there when I needed to talk to you,
I don't think I could, have asked for anything else.
Attending to feeling states and accepting the student teacher's right to
feel as he is is an important dimension of Rogerian counseling. Shostrom (1968)
lists five basic feeling states: anger, fear, hurt, trust, and love. The super-
visor encouraged student teachers to learn how to feel their feelings deeply,
communicate them accurately, and to experience them consciously.
One student teacher in a conference complained that nothing was going
right for her. She was handed a tissue as she was about to sob and told, "You
must be feeling very angry that nothing is going right for you. " These actions
demonstrated acceptance of her feelings. The student teacher then began to
relate her problems.
Another student teacher complained of the cooperating teacher
continually interrupting her lessons. The expression of feelings was accepted
as she was told, "It seems like that really upset you.
"
The student teacher's feelings were always accepted as legitimate, and
not needing defense.
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Often a student teacher's feelings were checked out by statements
such as, "What are you feeling now?" "How does that make you feel?" or
"What feelings did you have when that happened?"
Often, when a student teacher expressed strong feelings toward her
cooperating teacher, a peer, or student, she was asked if she would express
those feelings directly to that person. The aim was to foster honest expression
and confrontation of feelings. The following excerpts from all of the self-
evaluations written by the student teachers are representative of how student
teachers attended to their students' feeling states:
I also learned that you must show your anger and show
your feelings to children; they have to believe you are
human and can be hurt. I feel that dealing with young-
children there has to be emotion because there is so
much emotion on the children's part.
If you ignore their (children's) feelings, they turn
you off.
I now feel free to show excitement, happiness, love,
or sadness. Part of the beauty of this whole experience
has been derived from sharing feelings with children,
and I've become more open as a result of their
candidness.
From evaluations of the supervisor:
I am happy you respected my feelings and accepted
them as my feelings.
I could express all that I felt without any reservations.
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I was able to express my emotions and feelings
concerning problems, happiness and sadness.
Empathy toward the client's awareness of his own experiences and
ability of the counselor to communicate what is going on in the client's inner
world on the basis of that empathy is another element of Rogerian counseling.
This involves trying to perceive the client's feelings and attitudes as the client
sees them, from an internal rather than external frame of reference. In effect
the counselor becomes an alter ego for the client's attitudes and feelings.
One student teacher told of her situation in which the cooperating
teacher just gave out ditto sheets every day to her fourth grade class without
any explanation, and required that the students complete them or stay after
school. She told of how the cooperating teacher beat the children and scolded
her for being too soft with them. She was asked if she wanted to be switched
to another class. She replied that she loved the kids and felt that she could
help them. The experimenter attempted to communicate empathy by replying,
"You feel very unhappy about your cooperating teacher, but at the same time
you love the kids and feel that you can be a counter force to your cooperating
teacher on them. " The student teacher decided to remain in that classroom,
and although she encountered much conflict, reoorted that she came out stronger,
her feelings and beliefs about herself and children further reinforced.
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Below are all the references from the student teacher's evaluations of
the supervisor concerning empathy:
You became part of my personal experience.
You have understood my frustrations, and been
sympathetic when I needed it.
The things that I most appreciate and am thankful
for are your sympathy and understanding.
In the beginning of the year I made demands on
you to get me out of that class, and I feel that
you really understood what I was going through,
and gave me strength.
Reflecting back a client's content and feelings is a Rogerian technique
that allows the client to perceive that the counselor is listening, and understanding
what he is saying. It also allows the client to clarify things for himself.
Occasionally the experimenter paraphrased something somewhat differently in
order to have the student teacher better clarify his feelings. This technique has
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been listed by Raths, Harmin and Simon (1965) as an especially effective value
clarifying response. The counselor would reflect back by stating "I understand
you to be saying. . ." "I hear you saying. . ." "You say you're feeling. . .
"
"It seems to you that. . . " and then paraphrasing what he heard the client state.
All the comments relating to this technique appearing in the student teachers
evaluations were:
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Because of all this, I did not loch at you as someone
giving me a grade, but someone who was willing to
listen to me and help me through the rough spots.
You have the ability of drawing out my thoughts and
letting me talk.
I feel that you have made a tremendous effort.
. .
to
just listen when it was necessary to blow off steam.
I appreciate you listening, for there were plenty of
times when I needed someone to listen to me.
Rogerian counseling encourages the client in his attempts at solving
his own problems. In supervision, "everytime you refuse to answer a question,
you help the other person to develop his own resources. " All excerpts of student
teacher's reactions to this were:
Although, at first I was somewhat frustrated because
I had to diagnose my own ideas and teaching, I found
as time went on that this was very helpful.
I have gained a lot this semester by looking into
myself into my mind - and correcting my faults.
You never said what was best, but you helped me
realize my own alternatives so that my decision
might be made.
For me, one who is used to being guided with an
iron hand, it has been a pleasure to function where
the decisions were my own.
Rogerian counseling stresses the importance of the counselor being
honest about his personal feelings and of being capable of being himself. Jourard
(1964) stresses that self-disclosure is an important factor of effective counseling.
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Often, the supervisor shared some of his problems, fears and mistakes with
the student teachers. It was felt that this encouraged the student teacher to
also be honest about his personal feelings, and helped develop communication.
The remarks drawn from all of the student teachers evaluations concerning the
supervisors openness were:
I felt that there were times you really didn't open
yourself up.
Bernie, you used to scare me. You used to be a
threat to any phoniness, mask, or self-deception,
I may have entertained. By the way people build
defenses, an open, honest person, to me anyway,
was a threat, especially someone I did not know
who wanted to share the personal experience of
first time teaching
. . .
The talks and encounters
we have had made me appreciate and not fear
your honesty. Thei’e was no garbage in our talks,
no beating around the bush. It was gut talk. Self-
introspection and general awareness are things
to value and I have you partly to thank for bringing
the importance and necessity of these awarenesses
back to me. . . Well Bernie, I'm glad you don't
scare me anymore - that's really a good sign for
me. Thank you for being you.
There is only one resentment that I have. I don't
feel you opened yourself up enough. In conferences
when I wanted to know your feelings, it seemed like
it was turned around many times so that I was giving
my feelings instead.
I opened myself to you and you vvere the same. . . To
me you always told it like it was, and that's the real
important thing. There are too many BSers around.
I am striving to be an honest person and to know my-
self, and I feel you helped me along this line.
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Supervision and Gestalt Strategies
The use of gestalt techniques is complementary in many ways to
Roger's client-centered approach. Both methodologies are interested in the
present or the here and now. Both focus on what the client is doing. Both
emphasize positive directions and goals of living. Both place responsibility
on the client to work out his own solutions, and both have roots in a similar
philosophic frame of reference. Both use feedback. However, Rogerian
counseling utilizes basically verbal feedback while Gestalt feeds back much
more such as non-verbal actions including posture, bodily motions, tone,
expressions, and the interactions between a person and his body. The gestalt
counselor is more active than the Rogerian, and usually exerts more control
over the counseling situation.
Gestalt counseling requires the client to specify the changes in himself
that he desires. In the student teaching situation, the student teachers are
required to answer the question, "What do you want to get out of student
teaching?" "What behaviors do you wish to change ?" He then determines his
own goals, and continually evaluates his progress in response to those goals.
Student teachers who request observations are also asked to structure them so
that the supervisor keys into the areas that the student teacher has determined
are important to him.
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The Gestalt counselor then assists ;he client in developing his self-
awareness by helping him to see how he blocks or defeats himself in relation
to those goals.
Many of the Gestalt techniques are games which allow clients to get at
various aspects of their gestalts (behavior patterns) until they experience the
feelings appropriate to them. These feelings reflect what Peris called "unfinished
business" or repressed needs and supressed emotions. The games deal with the
here and now behavior aimed at allowing the client to discover these gestalts.
Employing the here and now is a technique used to maximize the
individual's awareness of his own actual behavior, and assume responsibility for
that behavior in the here and now, communications in the present tense are
encouraged. In working with student teachers this technique is espcially useful
immediately following or preceeding an observation. Such questions as, "What
are you feeling right now?" "What are you aware of at this moment?" "What
is happening now?" are often useful in getting at some of the fears, fantasies,
and anxieties, which are preventing the student teacher from achieving awareness.
Many people in their language often disown their bodies, or place
responsibility for their actions on others. When this occurs, it is necessary
to have student teachers take responsibility for their actions. In a conference
a student teacher repeatedly used such statements as "You have to be strict with
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the kids, or they'll take advantage of you. " "You have to work hard in student
teaching. " Through the process of having the student teacher change his you
statements to I_statements, he was able to assume responsibility for his own
behavior and become able to deal with it. He would be told, "Can you take
responsibility by saying, "I have to be strict with the kids or they take
advantage of me ?"
She then stated, "I am nervous. " She was asked, "Can you say, I am
making myself nervous." The semantics change the degree of responsibility
and involvement so that the student teacher sees herself as someone able to take
responsibility and control for her behavior rather than someone to whom things
just happen.
One student teacher had difficulties in arriving on time. She stated,
"I just can't get up in the morning, " She was asked if she could say "I won't
get up in the morning. " Again the aim is to make the student teacher responsible
for her own behavior, and then deal with it.
Sometimes there will be a noticeable behavior which a student teacher
will disown by employing the third person. When a student teacher's voice
trembled she was asked, "What do you feel in your voice?" Her answer was,
"It's nervous. " Again, she was asked to use the first person. Sometimes student
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teachers might be asked not only to use the first person, but to also attach the
statement, "and I take responsibility for that. " (Example: "I won't get up in
the morning, and I take responsibility for that.")
Owning one's position (Schnieder and Rosenberg 1968) is another
technique which is especially effective in working with children. Student teachers
often have discipline problems. It is quite common when conflict with a child
arises in the classroom to hear the student teacher label children as impossible,
incorrigable, mean, or inconsiderate. Other methods used are punishment
through extra school work or detention, moralizing and judging. Rarely is an
attempt made to deal with the situation positively. The blame is placed on out-
side forces. At times the other extreme manifests itself. The student teacher
might be seen attempting to completely ignore behavior on the part of a child
which is causing the student teacher to be up-tight, and uncomfortable.
Student teachers can be trained to deal with these situations in an open,
honest, humane, way by becoming aware of their own feelings in these situations,
and then expressing them to the child. The student teacher is instructed to speak
in the present tense. (Example: 'Johnny, when you keep tapping on the desk like
that I feel so nervous that I want to scream. "> He shares his feelings with the
child regarding the event which caused those feelings. Such statements also
offer possibilities for further communications and eventual conflict resolution.
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Student teacher-s can also begin to learn how they are affected, or what they do
to their bodies during times of classroom stress.
Many student teachers disown themselves by achieving incongruency
in relation to dealing with shoulds and wants. Separating shoulds from wants
is another technique which aims at giving the student teacher a process for
taking responsibility for his own decisions. A student teacher was having a
very difficult time deciding on the type of placement she wanted for student
teaching. "I think you should have new experiences, but you should student
teach in the same setting that you later will teach in. " It turned out that although
she really wanted to teach in an open concept setting, she had been told by
others that most jobs are in self-contained classrooms, and it would therefore
be difficult to get a teaching job. Many times shoulds are based only on fears,
resentments, obligations, and anxieties. In any case, the technique is to
separate the shoulds from the wants by clarifying feelings. Once a student
teacher is aware of his own feelings, he can begin to make more congruent
decisions. In this case she was asked "What do you really want to do?" "What
do you like ?" Eventually, the student teacher decided that she really would not
be happy in a self-contained classroom, based on some prior experiences, and
decided to take the open-concept assignment. She reported that she had a
tremendously successful student teaching experience.
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Reversals can be useful in allowing student teachers to cope with
patterns they don't see in themselves. For example, a student teacher who is
unable to listen to criticism might be asked to play the role of listening very
carefully to everything said to him, including criticism.
Asking questions is often a form of denial. When a supervisor believes
that he has been clear in a statement, and yet receives a question about that
statement from a student teacher, he might retort, "What did you hear?" or
"What did you understand?" Often, the student teacher can then restate quite
correctly what was said, opening the way to helping her experience her denial
directly.
People often ask questions for which they really know the answer.
Student teachers might be asked to rephrase their question in the form of a
statement in such cases.
When a student teacher refused to deal with a suggestion, she was often
told that she was free to deal with it or not. However she was required to explain
her reasons why. Often, the reasons given were then further explored, and the
suggestion finally at least considered.
The otudent teachers were asked to determine their own goals for
student teaching, their own grades, and when and what types of observations
they wanted the supervisor to make, if any. The supervisor acted as a catalyst
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working with the student teacher in order to help her clarify those goals, feelings,
and take responsibility for them. Student teachers were asked to turn in a
self-evaluation at the end of student teaching. Gestalt counselors ask for a
clear statement from the patient concerning what he wishes to accomplish.
Fagan (1970) states that proceeding from this centra.l theme keeps the emphasis
on the patient's stated wishes, not the therapist's expectations. However, there
is more involved here. Rogers (1969) states:
The evaluation of one's own learning is one of the
major means by which self-initiated learning be-
comes also responsible learning. It is when the
individual has to take the responsibility for
deciding what criteria are important to him, what
goals he has been trying to achieve, and the extent
to which he has achieved those goals, that he truly
learns to take responsibility for himself and his
directions, (p. 142-43).
Not being in charge of their grades, allowed for a more effective helping-
relationship with the supervisor. Student teachers reported:
I feel that it was a good idea for you to let us decide
whether or not we needed you to observe us.
I would like to see the pass-no pass system go into
effect. There are enough emotions and problems
to deal with in student teaching without having to
think about grades.
I agreed completely with your method of letting us
evaluate ourselves as far as grading, observations,
journals, etc.
,
because we are the only ones who
know the whole situation as far as our semester goes
and it is much easier to learn from your own mistakes.
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Self-analysis is hard to do at times but very meaning-
ful.
It would seem that if an approach to supervision is to truly be humanistic,
it would assist students to become individuals who can take self-initiated action
and be responsible for those actions. It seems that the student teacher would
be the most responsible person to determine her effort, weaknesses, and
problems in an atmosphere of self-growth. They do not have to look to others
for approval, or experience undue anxiety at the fear of failure.
Summary
In this chapter the model of humanistic supervision as employed by the
author has been given. The use of Rogerian counseling techniques as a strategy
in supervision has been detailed. The Rogerian strategy has been suggested as
the most effective method of establishing a helping relationship. Examples have
been given which show how the experimenter employed these strategies, and
excerpts from the student teachers' journals and evaluations of the experimenter
have been quoted which reflect upon these strategies.
The use of Gestalt strategies in supervision has been detailed. These
strategies have been seen as most effective in the development of self-
responsibility and self-awareness. Examples of the experimenter's use of these
techniques have been related.
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In Chapter IV the research design and procedures are discussed. The
instrumentation is outlined. The selection and training of raters is detailed.
Next, the various criteria measured are given, and the hypotheses stated.
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CHAPTER IV
RESEARCH DESIGN AND PROCEDURES
The methodological approach will be a number six design (Campbell
and Stanley, 1969). This design assumes that the populations are basically
similar. In this case the student teachers were randomly assigned to
either a control or treatment group according to a table of random numbers.
A total of 84 juniors in education were placed in student teaching for this
semester. Twenty-nine student teachers were randomly assigned to the
experimenter.
Instrumentation
Both the control group and treatment group were required to keep a
journal every day. The groups were required to write down an analysis of their
significant experiences each day. Significant experiences were those that were
significant from the student teacher's perceptions. Also included were im-
pressions, reactions, and evaluations of thise experiences. They received no
other instructions. Journals were collected midway through the student teachers'
practice teaching experience and read by the supervisors. Some comments were
written, and some of the problems raised were shared in individual conferences.
Comments avoided any reference to the Items being measured in the study.
They were then returned and not collected until the completion o± their student
teaching.
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Allport (1942) lists a number of advantages to the use of this type
of journal:
1. Written under immediate influence of experience
and for this reason is particularly effective in
capturing changes in mood.
2. Inconsistencies of personality reveal themselves.
3. Only such events, thoughts, and feelings as have
importance to the writer are set down.
4. He is ordinarily more subjective in his reactions
than he is in any other form of writing, and much
less self-conscious.
5. Good source for a study of continuities in personal
development, (p. 144).
Burton (1967) writes that written productions such as journals and
diaries
:
Have a history antedating psychoanalysis. Even
today they have a formal place in the psychiatry
of Japan. The distinctive characteristics of
diaries are that they are secret. .
.
provide
continuity, and other feedback systems. The need
for the diary stems from the need to express some-
thing personal and intense which the person feels
cannot be expressed in any other way. Such
expression is directed toward the writer's ego,
but also toward the Other.
Mischel (1968) states that self-reports, even the most simple, and
gross, are often better than more sophisticated complex tests designed
to infer underlying personality, (p. 108).
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Webb, Campbell, Schwartz and Seetrest (1966) reports a number of
studies using written documents such as Dollard and Mourer's study using
written documents to determine amounts of tension; Znaniecki's (1918)
classic study of Polish peasants through letters, diaries, and autobiographies;
Salzinger's 1958 study of children's letters from summer camp to their
parents and vise versa which analyzed the content by comparing similarities
on wants, demands, and requests. Janowitz's 1958 study of letters and
diaries captured from German soldiers to determine the impact of propaganda
on these troops, Dexter's 1964 study measuring the effect of letters written
to congressmen. Osgood and Walker's 1959 study analyzing the content
of suicide notes for the effect of heightened motivation on response
hierarchies.
Iannaccone (1963 - See Chapter I) used journals to measure how
student teachers' perspectives change during the process of student
teaching.
Mischel (1968) writes that Metcalfe studied the relationship between
asthmatic attacks and stimulus conditions by having his patients keep daily
journals.
But even with all the above, Webb, Campbell, Schwartz, and
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Sechrest state that, "written documents have been another of the under-
developed data resources of social science. "
The journals were collected at the end of the 10 week experimental
period and then subjected to an analysis by two independent raters for
evaluation. The raters checked the journals for the following criteria:
1. Number of positive self-reference statements.
2. Number of self-reference statements.
3. Number of expressive adjective and verb statements.
4. Number of statements indicating feeling states.
5. Number of statements indicating self-responsibility.
Overlap was counted, such as expressive adjective statements which also
contained a positive self-reference, (see Appendix V).
A percentage was then compiled for each of the five criteria on each
journal in order to account for the differences in the lengths of the journals.
A between group t^test to determine significance of differences
between means of small samples of unequal numbers was used (Spence,
Underwood, Duncan and Cotton, 1968). Campbell and Stanley (1968) state
that for the number six design, "The simplest form would be the_t test.
Design six is perhaps the only setting for which this test is optimal, " (p. 26).
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Students were also required to write an evaluation of the experimenter
in the form of "appreciations and resentments. " This is a Gestalt closure
technique (Brown, 1971). It was a way of completing any unfinished business
left over from the 10 weeks of supervision. Significant data from these
evaluations were analyzed for statements on particular issues, and
representative samples are included and discussed in Chapter VI.
The following is the procedure established and used in the selection,
rating of data, and the safeguards used in the rating.
Selection of Raters
Two raters were selected who had no previous knowledge of the
study, as to either the participants in the experiment or to the nature of the
study. The raters were chosen from among the graduate students enrolled
in the elementary education program at the University of Hartford.
Training of the Raters
Both raters were instructed at the same time in how to evaluate the
journals in order to minimize any differences in scoring the journals due to
training effect. They were given a brief talk describing what they would be
rating. The raters were then given portions of journals from other student
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teachers who were not in the study but were given the same assignment of
writing journals. A detailed description of how the journals were to be
scored was then given to the raters. At this time any questions that they had
were answered. The raters were then given the journals of the experimental
group. They had no knowledge of which journals were from the experimental
of control group. The journals were then coded for the five criteria
(Appendix V). The over-all inter-rater reliability scores on all five criteria
was r=. 90.
Although the measurements of the journals concerned how language was
used by the student teachers, certain inferences were made based on theoretical
formulations reported in the following sections that the uses of language have
direct relationships to actual behavior.
Self-reference and Positive Self-reference Statements
In Gestalt therapy "I language" deals with the semantics of
responsibility and involvement. The more a client uses "I language, " rather
than a more distant third person, the more he is likely to see himself as an
active agent who is able to do things, rather than a passive person to whom
things somehow happen. Peris (1969) states that, "each time you change an it
into an I or a verb you get, let's say, a ten-thousandth of your potential bacK, and
it will accumulate," (p. 71).
"I language" also relates to awareness and contact with self. One deals
with actually rather than with talk about talk. "This tendency
to talk about talk
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is in our times a disease!” (Peris, Hefferline, and Goodman, 1951, p. 105).
A count was made of self-reference and positive self-reference
statements. A comparison between the number of those statements and total
statements was made and is expressed as a percentage. On these variables
the inter-rater reliability was computed at r=. 94 and .92 respectively.
Expressive Adjective and Verb Statements
It is the opinion of this author that the use of expressive verbs and
adjectives indicate a more active than passive person, someone who is
lively, who makes things happen, and uses rich verbal response as a result.
These take the form of more affect or emotion-producing words. Peris
(1970) refers to the importance of encouraging everyone to changing nouns
into verbs as a rule in Gestalt groups. Examples of expressive adjectives
and verbs are: vivid, beautiful, great, tense, pathetic, confused, good time,
excited, enjoyed, screaming, scram.
A count was made of expressive adjectives and verb statements. A
comparison between the number of those statements and total statements was ma
made and is expressed as a percentage. The inter-rater reliability for this
variable was computed at r=. 86.
60
Feeling States
In our culture it is often considered desirable to hide one's feelings,
to play it "cool. " Children are taught early in life that they must not express
many of the things they feel. Anger is especially taboo. Greenberg (1969)
cites that even though children are often punished by adults for expression
of anger, the disapproval often takes the form of anger by the adult.
However, children are usually alert to a teacher's feelings, and teachers
who attempt to play it cool usually exert great energy in doing so, leading
to physical exhaustion.
Holt states, "we are, above all, dishonest about our feelings, and
it is this sense of dishonesty of feeling that makes the atmosphere of so many
schools so unpleasant, " (p. 172). Greenberg writes that children are
encouraged to deal more honestly with their own feelings and thereby gain
better control of them if they are in turn treated openly and honestly by their
teachers. Dennison (1969) states "still, I know of no other way of working
but to show my feelings as they arise. "
The ability to express one's feelings allows individuals to become
more aware of their own organisms. They can therefore deal more
effectively with their own behaviors.
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Shostrom states that, "A major defease against manipulation, would
be for the rest of us to learn to become honestly expressive with our
feelings, " (p. 40). Shostrom lists five basic contact emotions, anger, fear,
hurt, trust, and love.
Statements indicating feeling states were counted, followed by a
comparison between the number of feeling state statements and total state-
ments which was then expressed as a percentage. An inter-rater reliability
for this variable was computed to be r=. 88.
Self-responsibility
Rogers, Maslow, Carkhuff and Berenson, Frankl, and Moustakas
all see successful people as able to take responsibility for themselves.
Peris (1969) defines maturity as a transcendence from environmental
support to self-support. He goes on to say, "There's always a possibility
of richer maturation - of taking more and more responsibility for yourself
and for your life, " (p. 65).
Examples of statements from journals indicating self-responsibility
are: "I decided to confront my cooperating teacher, " "I can relate this to
children, " "I made up my mind to try it. "
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A count was made of the number of statements indicating self-
responsibility. A comparison between the number of self-responsibility
statements and total statements was made and is expressed as a percentage.
The inter-rater reliability for this variable was r=. 91.
Hypotheses
The major problem being addressed in this study is to determine
whether an approach to supervision of student teachers as described in
Chapter III encourage the student teachers to take responsibility for their
own actions, to develop an increased self-awareness and contact with self,
and to better attend to, clarify, and express feelings. The five hypotheses
follow:
Hypothesis 1: As a result of its treatment, the
experimental group will show a
statistically significant higher per-
centage of self-reference statements in
their journals.
Hypothesis 2: As a result cT its treatment, the
experimental group will show a
statistically significant higher
percentage of positive self-reference
statements in their journals than the
control group.
Hypothesis 3: As a result of its treatment, the
experimental group will show a statistically
significant higher percentage of expressive
adjectives and verb statements in their
journals than the control group.
Hypothesis 4: As a result of its treatment, the experi-
mental group will show a statistically
significant higher percentage of state-
ments indicating feeling states in their
journals than the control group.
Hypothesis 5: As a result of its treatment, the experi-
mental group will show a statistically
significant higher percentage of state-
ments indicating self-responsibility than
the control group.
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Summary
Due to the small size of the sample a_t test to determine significance
of difference between means of small samples of unequal numbers was
utilized.
Independent raters were trained to code the journals on back of the
five criteria.
In this chapter the research design, instruments used, and the
hypothesis to be tested have been presented.
The results of the testing of the hypothesis and the discussion of
those results will be presented in Chapters V and VI, respectively.
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CHAPTER V
ANALYSIS OF DATA
In this chapter the statistical analysis for each hypothesis will be
presented. A t_test was used to test the between group means for each of
the hypotheses.
Hypotheses
The major problem being addressed in this study is to determine
whether an approach to supervision of student teachers as described in
Chapter III will cause the student teachers to take responsibility for their
own actions, develop an increased and more positive self-awareness and
contact with self, and better attend to, clarify and express their own
feelings. To determine if the student teachers did develop the above
behaviors, five sub-hypotheses were generated. Statistical significance for
the five sub -hypotheses would validate the major hypothesis. Ajt of 2. 179
was needed for statistical significance at the .05 level, and 3.055 for
statistica 1 significance at the .01 level (GuRford, 1967).
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Self-Reference Statements
Hypothesis 1: As a result of the treatment the experi-
mental group will show a statistically
significant higher percentage of self-
reference statements in their journals
than the control groups.
To test Hypothesis 1, a between group jt test was computed on the
percentage of self-refei’ence statements. There was no statistical significance
between the two groups, therefore the hypothesis was rejected. The results
of the_t can be seen in Table I.
Positive Self-Reference Statements
Hypothesis 2: As a result of its treatment, the experi-
mental group will show a statistically
significant higher percentage of positive
self-reference statements in their journals
than the control group.
A t A ~st was used to test for significance. The results are seen in
Table II. It may be noted that a_t of 2. 857 was significant at the . 05 level
and the hypothesis was maintained.
67
Expressive Adjectives and Verb Statements
Hypothesis 3: As a result of its treatment, the experi-
mental group will show a statistically
significant higher percentage of expressive
adjective and verb statements in their
journals than the control group.
A_t test was computed to test for significance of hypothesis 3. The
results are reported in Table III. As can be seen in Table III, the experi-
mental group demonstrated statistically significant higher percentage of
expressive verbs and adjectives in their journals.
Statements Indicating Feeling States
Hypothesis 4: As a result of its treatment, the experi-
mental group will show a statistically
significant higher percentage of statements
indicating feeling states in their journals
than the control group.
A_t t^st was computed to test for sign'Hcance. The results as seen
in Table IV indicate support of Hypothesis 4.
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The results seem to indicate that those individuals in the experimental
group demonstrated a significantly higher percentage of statements indicating
feeling states in their journals than did the control group. Therefore, the
data supports hypothesis 4.
Self-Responsibility Statements
Hypothesis 5: As a result of its treatment, the experi-
mental group will show a statistically
significant higher percentage of statements
indicating self-responsibility in their
journals than the control group.
Ajt test was used to test for significance in hypothesis 5. The
results may be seen in Table V.
As can be readily seen from the data listed in Table V, those who
were in the experimental group showed a significant difference in the
percentage of statements indicating self-responsibility than the control group
at the .01 level of significance. This analysis would seem clearly to
indicate the support of hypothesis 5.
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N X S.D. Significance
Experimental 8 58. 730 7. 891
N.S.
Control 6 49.568 8.411
df = 12
t = 1. 954
t Test on Mean Percentage of Self-Reference Statements
TABLE I
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N X S.D. Significance
Experimental 8 9. 928 4. 146
<.05
Control 6 4.370 1.725
df = 12
t = 2. 857
t_Test on Mean Percentage of Positive Self-Reference Statements
TABLE II
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N X S.D. Significance
Experimental 8 17. 980 9. 013
<•05
Control 6 8. 964 4. 807
df = 12
t = 2.228
t_Test on Mean percentage of Expressive Adjective and Verb Statements
TABLE III
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N X S.D. Significance
Experimental 8 19.653 5.418
<- 05
Control 6 11.545 5.332
df = 12
t = 2. 851
t_Teston Mean Percentage Statements Indicating Feeling States
TABLE IV
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N X S.D. Significance
Experimental 8 8.031 .794
<.01
Control 6 4.523 .939
df = 12
t = 6.484
t Test on Mean Percentage of Statements Indicating Self-Responsibility
TABLE V
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Summary
The statistical analysis for each hypothesis was presented. Four
of the five hypotheses were statistically supported. A discussion of these
results and recommendations for future research are presented in Chapter
VI.
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CHAPTER VI
DISCUSSION AND SUMMARY
This study attempted to address itself to one major problem. This
chapter will concern itself with the possible answers to that problem. The
limitations of this study will be reviewed. Implications for further research
and development of the supervision model will also be discussed.
The major problem being addressed in this study was whether an
approach to supervision of student teachers as described in Chapter III would
result in the student teachers being able to take responsibility for their own
actions, develop an increased and more positive self-awareness and contact
with self, and better attend to, clarify and express their own feelings. The
essential answer to the major problem can be expressed succinctly; the approach
seemed to work. There appears to be strong evidence of differences, in the
predicted direction, among those who received the treatment, compared to the
control group. Specifically, it would then appear that a viable and acceptable
supervision approach utilizing humanistic concepts can be developed.
There were five hypotheses which were investigated. Each will be
discussed as they were presented in Chapter IV.
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Self-Reference Statements and Positive Self Reference Statements
As it was reported in Chapter V, the hypothesis generated to measure
student teachers' self-reference statements was rejected due to lack of
statistical significance. However, even though both groups made about the
same percentage of references to themselves in their journals, the experimental
group made a stiatistically significant higher percentage of positive self-
reference statements. It can be deduced from this evidence that treatment
influenced the character of these statements in the positive direction. We did
improve the self-concept of the student teachers who received the training and
concommitantly increased the possibility of these student teachers becoming
successful people and therefore successful teachers.
It has already been stated in Chapter III that according to many
psychologists successful people see themselves in essentially positive ways. If
we accept those theories, then we can draw implications from these findings for
the development of programs for training and supervision of student teachers
designed to improve feelings about self as a way of improving teaching
behavior.
Certainly, there is a necessity for the development of alternatives
for further
research in this area, which will be presented later in this chapter.
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Statements Indicating Feeling States
The evidence gathered in relation to this criterion supported the
hypothesis. Student teachers in the experimental group showed a significantly
higher percentage of feeling states in their journals than did the control group.
However, whether this indicated an increased willingness on the part of the
experimental group to express feelings, or rather an increased ability to
reveal feelings is not known. In other words, the question left unanswered is
whether the experimental group was only willing to reveal their feelings to their
supervisor because of the special character of their relationship to him
engendered by the supervisory approach he utilized, or whether they had
generalized this behavior to other areas of activity. In models of counseling
or learning the question always left unanswered is whether or not newly learned
behaviors will be generalized. The degree to which a person retains the newly
learned behavior will depend in a large part on the nature of the reinforcement
he receives for those behaviors (Bandura, 1968). Another question left un-
answered is whether there was a transfer of training. Were the student
teachers able to get the children they were teaching to express their feelings ?
Expressive Adjective and Verb Statements
One hypothesis was generated to measure the use of expressive adjectives
and verb statements in the student teachers' journals. The analysis of data
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using a t_test, showed a significantly higher percentage of expressive adjective
and verb statements among the treatment group. Zeevi (1970) reported
significant differences in the use of affect or emotion producing words and
sentences in describing a silent movie and in describing items in a room as a
result of a group having received human relations training. It is likely that
there is a relationship between the use of a humanistic approach to working
with people and the subsequent use of expressive language by those people. An
assumption which needs further investigation was made that expressive language
was directly connected with behavior. Also, the use of expressive language
was a gross measurement. More refined techniques for distinguishing
between expressive and inexpressive language should be developed.
Statements Indicating Self-Responsibility
The fifth hypothesis was generated to measure differences in the use of
statements of self-responsibility between the two groups. As reported in Chapter
V, there was a statistically significant difference, at the .01 level, on the
percentage of self-responsibility statements used by the experimental group
as compared with the control group. Both the Rogerian and Gestalt approaches
were designed to increase self-responsibility. The supervisor's prime intent
with the experimental group was to discourage students from casting him in the
role of a surrogate parent, and to use instead a facilitating approach to the
process of helping student teachers to help themselves. The implication is that
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these approaches did in fact work. It is not known whether actual behavior
corresponds to what was reported in the journals. Nor is it known if there are
long term effects. (Certainly, as with the other variables, further research
is necessary. ) Also, it is not known what part if any, the effect of social
learning had to do with this criterion. It seems that most people in our society
are taught from childhood the desirability of being responsible for their own
behavior. This would tend to result in high levels of self-responsibility state-
ments from both groups. In spite of this possible social learning effect, the
experimental group still maintained a statistically high significant difference.
It should be noted that on feeling states and positive self-reference statements
in spite of social learnings that one should not express feelings nor praise oneself
openly, there was also statistical significance.
Supporting Evidence
Student teachers were asked to evaluate their supervisor at the
completion of their student teaching experience as to v/hat they appreciated and
resented (See Appendix III). It seems quite significant that seven of the eight
student teachers in the experimental group saw fit to mention the factor of
having a supervisor who is available and willing to listen. Six of the seven
mentioned it as an appreciation and one resented that the supervisor was not
available. It might be implied that having a clinical supervisor who is there
on the spot and ready to listen and care on a personal and emotional level is an
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important concern of student teachers, and should be developed further.
Other factors referred to often as appreciations were feelings, empathy,
listening ability, openness, and self-responsibility. There was almost no
reference, as an appreciation or resentment, of such things as planning and
developing lessons, forming instructional objectives, subject matter, or
motivation and content of lessons. The implication is that student teachers
were more concerned with supervisors maintaining the characteristics of a
helping relationship than other factors.
Students in both groups were asked to write self-evaluations at the
completion of their ten week experiences (See Appendix IV). These self-
evaluations were checked for statements reporting actual behaviors.
It seems noteworthy that student teachers in the experimental group
made almost three times as many behavioral statements concerning self-growth
as a person, whereas the control group reported more than twice as many
behavioral statements concerning the acquisition of teaching skills and
techniques and twice as many behavioral statements concerning classroom
management.
Also the control group made eight behavioral statements of a negative
self-reference nature. The experimental group made none. Half of the
negative statements concerned uncertainty in handling discipline.
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Four °tudent teachers in the experimental group reported learning to
show feelings to children whereas the control group made no references to
feelings.
Generally, it might be said that the experimental group made more
statements directly related to self-growth and that the control group made
more statements related to classroom management.
Limitations of the Study
This study had a number of limitations that must be kept in mind in
relation to interpretation of the findings, or to those who wish to do further
research in this area.
One limitation was that the experimenter was also one of the supervisors.
Student teachers might have been affected in their journal writings by their
feelings toward him.
Secondly, the size of the sample was quite small. Small samples tend
to skew scores. A larger group of subjects is recommended for replications
of this study.
Another limitation was that interactions between the control and
experimental group were not eliminated. This interaction might have prejudiced
some of the results by blocking any possibility of even stronger significance.
The control group might have vicariously experienced some of the treatment
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through interaction with the experimental group. In either case the effect
would have been to reduce differences between the groups thereby reducing the
significance.
Tne fact that the graduate assistant who supervised the control group
was not highly trained or experienced in supervision, might have accounted for
some of the significant differences on all the variables. This was also a
limitation.
Related to the above limitation were the other human variables which
might have influenced the results. The cooperating teachers were different,
and to some extent could have influenced each of the hypothesis.
Other limitations which could not be controlled for were the grade levels
the student teachers were assigned to, and sex of the student teachers.
Another limitation was that the journals are not a standard measurement
tool. It is not known whether there is an actual correlation between what was
measured in the journals and actual behavior, nor is it known what effect the
knowledge that the journals would be read had on their content.
In addition, journals of both groups were collected midway through the
ten week student teaching experience and read by the supervisors in order to help
student teachers by relating to some of the problems and concerns raised in the
journals. Even though no intentional intent to cue student teachers as to what was
being measured was made, some of the variables which were being measured were
brought up in succeeding conferences. Since the journals were to be an important
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form of self-report, it was decided that the study itself should not be
considered ahead of the student teachers own needs and concerns.
v
Since the results were computed after ten weeks of training, it is not
known whether the results would be observable in future behaviors.
Finally, no attempt was made to measure the effect of any of the
variables on the children taught by these student teachers.
Implications for Future Research
This study should be seen as an investigation into the use of a humanistic
model for the supervision of student teachers. A summary of the recommenda-
tions for further research follows below.
1. The research design should be tightened. Ways of validating the
journals might be done through base line writing samples. Behavioral
observers might be utilized to see if the student teachers' classroom
behaviors matches what is measured in the journals. Students might
be asked to report on those behaviors.
2. A longitudinal study is recommended to see if any of the effects are
long lasting.
3. Another possibility for research would be a study in which both groups
experienced a supervisor with a counseling approach, but one group
received evaluation.
4. The University of Hartford is a private institution which attracts a
certain type of student. A broader study is recommended which would
include a larger population and different types of institutions
. This
would also control for variables of personality of the different supervisors.
5. Since research indicates the strong power of the cooperating
teachers, a further area for research would be to study whether
there are cooperating teachers who would cancel out the effects
of the supervisor's relationship.
6 „ Another possibility would be a study to see if there is a
difference between male and female student teachers receiving
the same type of humanistic supervision.
7. Future studies might isolate the Bogerian and Gestalt techniques.
80 The effects of communication between groups should be
controlled for through some method of isolating groups from
each other.
9. Future research might study the behavior of children in the
classrooms of student teachers who have undergone humanistic
supervision.
10. Hawthorne effects should be controlled for through the use of a
Hawthorne group.
Summary
This -study was designed to investigate the use of an approach to
supervision of student teachers which utilizes as its main focus a type of
relationship between student teacher and supervisor which is humanistically-
oriented. The supervisory strategy employed the use of Rogerian and
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Gestalt counseling techniques. The study was designed to determine whether
this humanistic approach to supervision would produce measurable differences
in the mean percentage of self-reference statements, positive self-reference
statements, feeling state statements, expressive adjective and verb statements,
and self-responsibility statements between the experimental and control group
as measured in their written journals.
The research design employed in this study was a number six design
(Campbell and Stanley, 1969). The student teachers were randomly assigned
to either a control or treatment group. Eight student teachers made up the
treatment group, while six student teachers were in the control group.
The population consisted of junior students in the elementary education
student teaching block at the College of Education, University of Hartford.
Five hypotheses were tested and analyzed in this study. These hypotheses
were organized in the five categories of mean percentage of statements
mentioned above
.
The results of the testing of the hypotheses indicated that: (1) there was
no significant difference in the mean percentage of self-reference statements;
(2) there was a statistically significant difference in the mean percentage of
positive self- reference statements; (3) statistically significant differences
occurred in the mean percentage of feeling states; (4) there was a statistically
significant difference in the mean percentage of expressive adjective and verb
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statements; (5) statistically significant differences occurred in the mean
percentage cf statements indicating self-responsibility.
The success of this investigation implies that training programs for
supervisors should be initiated which are based upon the approach used in
this study. It is also recommended that teacher training institutions provide
counselor training for supervisors.
The study revealed the need for tighter research designs in this area
of investigation. Variables this study suggests should be controlled for
include: Hawthorne effect, supervisor's personality, sex of student teachers,
cooperating teacher effect, and the effects of differences between Hogerian
and Gestalt approaches.
The results obtained in this study would seem to indicate that the
humanistic approach utilized was highly successful. There seemed to be strong
evidence of differences, in the predicted direction, among those who received
the treatement on four of the five hypotheses.
The results of this study provide encouragement for further research
into the use of a humanistic approach to the supervision of student teachers.
The results also indicate further development of the use of written journals
as a research tool.
APPENDIX I
87A PROPOSAL FOR A PERSONAL GROWTH
PROGRAM FOR TEACHER TRAINING
Bernard Nisenholz
Frederick H. McCarty
Synopsis: Joel Balsham
This proposal outlines a teacher training program with these
key elements:
Assumptions. We assume that training for skills and knowledge
are not enough; that we must provide for growth in the area of personal
qualities
.
Goals. We want to train students who will be able to make clear
career choices (whether or not to enter the profession, for example).
Those who do elect to continue in teaching should become more clear about
their values, more positive in their feeling about self and in their
unities to relate to others. We would like to create a program in
which the individual is respected and in which the individual's relation
to the group is enhanced.
Methods
. Through the use of elements such as community meetings,
core groups, on-going counseling, and a wide variety of affective and
cognitive modules, we hope to achieve our goals.
Genesis of the Proposal:
During the period from September, 1967 to September, 1969, several
of the authors participated in a U.S.O.E. trainer of teacher trainers
program at Southern Illinois University under the direction of Dr. Merrill
Harmin
.
An experimental model teacher education program was developed and
brought to the University of Massachusetts where the authors put it into
operation for two years. This is the Model Elementary Training Sequence
(M. E. T. S
. ) , which is currently running.
This proposal is the result of those experiences. It grew and
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changed in response to hundreds of problems, pieces of data, experiences
in supervision of practice teachers, and the changing environment in
which we found ourselves. We recognize its imperfections and are still
striving to move each component toward greater effectiveness.
The impetus for this proposal comes from our desire to work together
to help close the gap between research and practice in education. We see
it as desirable to put into practice the best that the profession knows
about teacher training and the ways people learn.
Need for Program:
Present methods of teacher training often disregard affective areas
altogether in preference to purely cognitive approaches. As a result,
many student teachers have found themselves in periods of peak anxiety
as they entered their classrooms for their student teaching experience.
There are indeed many problems which seem to be quite common among student
teachers: inability to receive any criticism, over-aggressiveness with
children, personality conflicts with cooperating teachers and/or super-
visors, disillusionment with some aspects of the teaching job, difficulty
in putting theory into practice, inability to communicate with children,
low motivation (ambivalence about career choice)
,
as well as outside
personal problems. These unsolved problems and frustrations can exist
in various intensities from minor to critical proportions. Often, student
teachers are aware of their anxious feelings but not aware of the causes
of those feelings. These feelings can be generalized and ambiguous pre-
vent Lng the student from initiating appropriate action to diminish them.
Some student teachers discover at the last moment that teaching does
not suit them. After three years of college they suddenly find themselves
in confusion as to the future.
An affective program would provide students with processes for self-
discovery, group interaction, and clarification of feelings and values.
It would provide a means for student teachers to clarify and develop
an awareness of their own thoughts and feelings so that they become
able to move in the direction of self-actualization.
Assumptions
:
This program is based upon a number of assumptions which are
outlined below.
1. Knowledge . Knowledge can be used as a vehicle to help students
clarify their values. Teachers need to learn to work within
the framework of their subject matter utilizing it in such a
way that students can internalize what they know on a personal
basis. There are diverse ways of acquiring and integrating
knowledge. Each learner needs to learn in the way that is most
efficient for him. As the program develops, we would like to
provide an increasing number of instructional alternatives.
2. Personal Qualities . A teacher education program should be
aware of those personality factors which tend to limit professional
competency, and should help persons to change them when they wish
to do so and when it is possible to help them. For example, a
person who is not open to experience, who defends unusually
strongly against change, might be helped to recognize his defen-
siveness and deal directly with it. Or a person who feels in-
sufficiently adequate might be helped to bolster his self-concept.
3. Skills. It is not enough for a teacher to be knowledgeable and
have suitable personal qualities. There are skills to be mastered,
skills which do not always come with knowledge and maturity. Many
teachers can profitably use training in such skills as handling
disruptive behavior problems, organizing groups for self-directed
study, writing programmed lessons, and help children with emotional
needs. Skill training is especially useful for those practices
which go beyond the traditional.
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^ Integration of knowledge, personal qualities, and skills
. A
teacher education program should help a teacher integrate what
he knows, is, and can do. These three components of a program
should not exist separately. It is of little use to have a
knowledgeable teacher who feels unhappy when he uses these skills,
or one skillful but unaware of which skill to use in which situation.
A competent teacher knows what to do, can do it well, and feels good
about doing it. At various points in a teacher education program,
each learner has to see to what extent the three elements blend for
him. Frequent practice opportunities and personal counseling can
help with this task. Those responsible for the affective and cog-
nitive elements in the program will be expected to develop and
revise their offerings in terms of the integration of these areas.
5. Individualization . The teacher education program should respect
individual differences in learning styles, learning speed, learning
order, and, within limits of acceptable practices, learning outcomes.
This requires providing individuals with opportunities for learning
experiences on an individual basis. Educational technology can help
here.
6. Becoming self-directing . The program should help teachers in train-
ing move toward increased independence in learning, toward responsi-
bility for personal growth, and toward increased ability to manage
that growth. Self-directed learning experiences should develop the
potential for continued improvement. Accordingly, using grades and
curriculum requirements for learner motivation is not as useful as
using the learner's interest in becoming a competent professional.
7. Ends and means . The program should help persons learn professional
goals and which permits their revision. Rote learning is ineffec-
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tive for this. A professional person should be aware of reasons
for his job and should be ready to re-evaluate his procedures in
terms of his and society's goals.
8. Complementing strengths . Not all teachers must be expert in
all phases of teaching, but each should know his strengths and’
be ready and able to cooperate with others so as to use their
collective strengths to advantage. The program should help
teachers acquire sufficient self-knowledge and cooperative skills
to do this.
9. The teaching process
. The teaching process is profitably seen
as a series of choices made with predictions in mind about their
impact on learners. The teacher, in this view, observes a situa-
tion, decides what he might do, and then he does it. Crucial is
his ability to understand typical situations with which he must
deal, the ability to make accurate predictions about what various
actions of his might accomplish, the ability to perform in enough
different ways so that he has a range of action choices, the
ability to obtain feedback on whether or not the predicted outcomes
came about, and the ability to revise his understandings and his
behavior on the basis of this feedback. Teaching is a process of
making choices and constantly evaluating those choices. Being
aware of how others perceive situations is a basic element to
this process.
10. Open to change . A teacher education program should be flexible,
with revision based on regularly re-examined goals and evaluation
of alternative p rocedures. The program should guard against
becoming static and defensive.
11. Growth climate . A teacher education program should strive for
a climate that maximizes individual and collective growth. It
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is important to limit the levels of anxiety and competitiveness
to maximize the non-possessive warmth felt among program members
and the patience and understanding shown between members, and
to maintain an open communication system that leads to shared
efforts and responsibility.
12 • Mpije! of effective teaching
. Finally, a teacher education program
should be a model of the kind of environment it is promoting.
Teachers do teach essentially as they have been taught, therefore,
this program will be constantly seeking ways to personalize and
individualize the content and process.
Responsibilities of Staff:
The staff will administer the program and act as facilitators in the
learning process. However, it is hoped that students will be able to
eventually assume many of the staff's duties as the need arises.
The staff will originally organize the programs, set up field exper-
iences, counsel students and schedule and facilitate modules.
The staff will attempt to maintain on-going open relationships with
students at all times. We believe that there should be close contact with
the public schools involved in order to ensure that the program is relevant
to what is taking place in the schools while giving the staff feedback on
where to innovate, therefore, we see public relations with the public schools
as an integral part of the staff's work.
The staff will also serve as resource people to the public schools
involved in the program.
In addition the staff maintains liaison with college administrative
personnel and faculty and is responsible for on-going evaluation of the
program.
The Team:
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This proposal was conceived by a team who have long experience in
working in concert with each other. We see ourselves as each having unique
skills and experiences as well as a broad area of overlap as a result of
having shared our skills and experiences. We feel, therefore, that our
skills are complementary.
The following are summaries of our backgrounds. For additional infor-
mation, request our placement materials from:
Mr. Robert White
Placement and Financial Aid Office
Whitmore Administration Building
University of Massachusetts
Amherst, Massachusetts 01002
On-going Counseling: 94
The staff will schedule regular hours during which they will be
available for counseling students in the program. This is seen as a
key element: the availability of such counseling on the part of those
instructing the students completes the picture of a caring, personalized
program. Through counseling, students can be helped in more areas than
merely those which are teaching-related.
Continual School Involvement:
This program will provide opportunities for involvement in local
schools (and perhaps special opportunities in selected innovative schools
around the nation) such as guided observation (See Appendix ) , serving
as teacher aides, tutoring, non-teaching duties, and practice-teaching.
Students wil] have, starting as freshmen, an ever increasing involvement
in these programs. By the time they are ready for full-time practice
teaching, they will have had many real experiences in schools with teachers
and children - and have had the time to integrate these experiences.
Task Groups:
Students will be organized into groups which will have tasks important
in institutional maintenance and enhancement such as scheduling of modules;
workshops and activities; operation of various modules; production of news-
letters and "menu"; presentation of student-initiated offerings; operation
of media programs.
Menus :
bach week a task group will produce and distribute a menu of the week's
offerings with a brief annotation designed to help students choose Intelli-
gently from among alternatives.
Community:
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Students and staff in the educational program will constitute a
community. Regularly scheduled community meetings will be held at which
members can express their feelings and ideas, decisions can be discussed,
and plans made. It can provide an efficient forum for the creation of a
responsive learning environment. All people prefer to feel that they
have some impact on their world. Community meetings provide a milieu
in which the learners (students and staff) can develop and maintain that
feeling.
It is possible to utilize the T.O.R.I. method, developed by Gibb,
to foster the growth of community feeling and relatively harmonious
interactions.
The mandate of the community meeting in terms of decision-making
(and the processes used) is something to be worked out only in situ and
is conceived as dynamic, i.e., constantly open to change.
Assemblies
:
Optional meetings which can be called by any member or members of
the community with the purpose of venting strong feelings which may be
building. These are not seen as places for decision making or even for
the rational or logical defense of activities, feelings or programs. Very
often feelings develop in people without accompanying rationales. A
Feelings Assembly gives a person the chance to explore those feelings
without having to defend them. Often, being heard is all that is really
needed.
Internal Feedback System:
During many activities and modules, opportunity will be provided for
students to gLve immediate feedback to the leader and possibly to the
group. Thus, the environment can alter itself rapidly to the needs of
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its members. Several "feedback" techniques designed to produce
immediate feedback within a process are accessible to the program
participants (McCarty, 1968, a, b)
.
Elements
:
Core Groups
. The role of what we call "core groups" is relevant
here. Small groups will meet regularly, offering opportunities for
interaction under the guidance of someone sensitive and skillful in
group process. The purpose of these core groups is to give students an
opportunity to talk honestly and openly about professional or non—pro-
fessional problems, including problems of learning in this program. They
also can give individuals feedback about ideas or materials developed.
Core groups also provide opportunities to share with others in the
search for meaning in experiences, especially the here-and-now experi-
ences of the group itself. Much of their power comes from the chance
group members have to share different perceptions of common phenomena.
Although core groups are not intended to provide therapy, such groups do
tend to promote interpersonal awareness, regard for others, honesty in
communication, enhanced self images, and a readiness to examine social
experiences in terms of what meanings they have for each individual.
Although we believe that the qualities that define the personality
of a teacher, what he "is" as opposed to what he "knows" or "can do,"
are critical to his professional ability, we do not assume that persons
change qualities easily. In fact, as we see things, it is usually very
difficult to do so. When it comes to changing a behavior pattern that
is characteristic of the person and not of the situation (one way of
defining a person's qualities ) , we run into man's enormous capacity to
structure his own perceptions in ways that satisfy his internal dynamics
or past patterns. Man perceives what he wants to perceive.
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One way to help persons in this kind of situation is make perceptual
differences explicit. Interaction in core groups tends to do this. Person
A says, "I was only trying to be helpful"; person JB says that he felt anger
on the part of A, not a desire to be helpful. Such revelations challenge
private perceptions. They help one confront oneself on a more rational
basis, with more awareness and insight. And they often tend to promote
growth in ways that are personally satisfying.
We expect that core groups' experiences will also help the students
work through the problems of learning in the new style of this program,
give us feedback to continually evaluate the program, and help themselves
to profit from this as a positive learning experience.
Selection and Assessment:
As we mentioned in the rationale for beginning the undergraduate
education program in the freshman year, there are many problems inherent
in postponing until the senior year a major career decision which may
involve painful consequences not only for the students involved, but for
the youngsters they may have to teach. The undergraduate senior has
problems most acute in that year such as termination, (friends, environment,
roles) relocation, recommendations, job applications and careers. Such
pressures make decision making inordinately difficult and cloudy. It is
our expectation that in a program that begins earlier, that the process
can be made much more meaningful and satisfying for three major reasons:
(1) that there will be more information available for the decision making
process (field experiences, involvement with education as a process, and
clarity of goals and expectations) (2) that there are decision making skills
that can be learned and practiced which are a part of our program, and (3)
that many of those decisions may be made prior to the pressure period of
the senior year.
Given the above assumptions, it seems obvious that some of the key
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ingredients to teacher success - his willingness to share himself with
others, to commit himself to human growth, to help people become what
they want to become - can best be assessed when the student has had
some experience with himself and with others. The major point to which
this section is moving is the concept of self-selection. That because'
we believe in change through education, we refuse to select out potential
teachers before they are exposed to our program except on a random basis.
The numbers will be limited only by resourses of personnel and space. We
recognize cur obligation to share with the students our individual
definition of a good teacher, aid them in developing their own definitions
and give them our impressions of their potential to fulfill their defini-
tion. As the student reacts to the program experiences, to himself, and to
his interaction with others, he will, we believe, make an intelligent
decision for himself about his place in education. We also want to make
it explicit that no student be punished for choosing not to teach. That
is, no bureaucratic barriers interfere with his graduation if he chooses
not to pursue certification. We propose a non-teaching education degree
to accommodate those students.
Finally, we believe that no teacher-training program produces good
teachers. That these programs are part of a process of becoming and,
therefore, should not bear the burden of final assessment. Because people
learn at different rates and in different styles, and because each brings
something different with him to a program, it is highly unlikely that they
will all become competent teachers at the same time. Some may be compe-
tent before they begin, many will become competent only after several
years In the profession, others may never succeed.
Our efforts to assess potential success will be limited to our per-
sonal impressions of the individual student. We will make every effort
to provide experiences in other profession's which depend on helping
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relationships and help the student add new alternatives to his behavioral
and career repertoires.
Selection of Cooperating Teachers:
Three elements in the training of teachers are the content of the
"academic" training program, the clinical supervisor, and the placement
situation. Of the three, research shows that the placement is often the
key element.
Practice teachers may be initially highly critical of the methods
and philosophies of their cooperating teachers. In the end, however, the
majority seem to be emulating them to a remarkable degree. For whatever
reasons this occurs, it is clearly necessary to select coops most care-
fully in order to assure quality training.
The following is a partial list of criteria for the selection of
cooperating teachers:
1. Congruence between the aims of the training institution and
the aims of the cooperating teacher.
2. Establishment of a working relationship between practice and
cooperating teachers and clinical supervisors.
3. A high degree of continuing professional preparation on the
part of cooperating teachers.
4. Evidence that the cooperating teacher can and does maintain a
warm and supportive classroom climate (especially when considered
from the aspect of a custodial vs. humanistic continuum).
5. Voluntary participation as a cooperating teacher.
6. Skill in supervision or willingness to be trained in supervision.
This program includes a multi-source on-going evaluation of cooperating
teachers - data from students, colleagues, administrative and supervisory
personnel., practice teachers, and self-report will be considered.
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The program will provide supervisors who will emphasize facilitation
and mediation of the practice teacher/cooperating teacher dyad rather
than interposition of supervisory input and the consequent creation of
a more complex and less workable triad relationship.
Where relationships break down, supervisors and other personnel will
attempt to mediate and foster negotiated resolution without pressure.
In cases where this fails to be fruitful, practice teachers will be
transferred to new placements.
Supervisory training will be made available to the cooperating teacher,
administrative personnel, and to practice teachers with the goal of moving
toward a model in which the cooperating teachers will become the clinical
supervisors for the program. The former clinical supervisors will move
toward becoming facilitators and support personnel.
Many elements in the practice teacher training program will be open
for attendance by cooperating teachers in the area. Workshops in cogni-
tive and affective dimensions of teaching will often be held in local
schools to foster the achievement of this goal.
Cooperating teachers, school administrators, practice teachers, parents,
and sometimes children will be given opportunities to provide input.
Through this and other techniques, the program will attempt to remain
flexible and to be a responsive learning environment.
Responsibilities of learners:
Most schools tend to see learners as recipients of the services of
the institution. We feel that there is much to be said for mandating a
reciprocal flow within the teacher training sequence. Therefore, we feel
that students have both the responsibility to learn and to help others to
learn. As students become proficient in an area, they will be expected to
take an increasing role in the instruction of other, less advanced learners.
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In this way, their own learning will be enhanced, the effectiveness of
the program will be increased, and the possibility of new offerings
becoming available will become real.
Consequently, not all of the program elements will be offered at the
beginning cf the sequence. As students fake over (under supervision)
responsibility for an element, the staff will be freed to offer other
elements
.
In addition, the teaching of peers can be a useful experience in
moving toward professional competence.
Competency
:
In congruence with the above, it is likely that learners will be
rates in three levels of competency:
Level one: understanding and ability commensurate with personal or
professional use of the subject.
Level two: level one plus demonstrated ability to teach the subject
to peers.
Level three: levels one and two plus demonstrated ability to enhance,
improve, and extend the subject matter in new ways or directions.
All rating will be done on a diagnostic basis leading to further work
where necessary, rather than to grading which seems to be counter-productive.
A student, his peers, and the staff will all have roles in this process,
witli great emphasis placed on self-assessment.
Learning Goals:
Students will be required to obtain minimal competency (level one) of
a prescribed number of learning goals. A minimal number of complementary
learning goals taken from the three main areas of learnings (knowledge,
skills, and personal qualities) will be established.
In order to remain flexible, the number of competencies extracted from
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the three areas will be determined in part by the student. Alternative
experiences and learnings accrued from outside the program may be sub-
stituted in place of program offerings.
Wherever possible these goals will be defined as behavioral objectives.
However, we believe that certain experiences and the overall impact cannot
be so measured due to long term effects and the inability to clearly iden-
tify many affective changes behaviorally
.
In such cases self-report and the satisfaction of the individual learner
may be the only relevant criteria.
Obtaining Input . Attending Behavior (listening). Diagnosing learning
difficulties (diagnostic teaching). Assessing readiness for learning before
and during teaching. Experiencing empathy.
Decision Making . Using input and using background understandings of
subject matter and education to decide what to do. Long-term planning and
impromptu reacting. Specifying objectives in cognitive and non-cognitive
domains
.
Meeting Emotional Needs . Being able to free learners from extreme
concerns about security, affection, recognition, self-understanding. Sharing
feelings. Teaching a thoughtful approach to human problems. Keeping within
bounds: tension, frustration, threat, guilt, and fear.
Explaining . Being able to present meanings directly, as by telling,
showing, lecturing, programmed instruction, directing practice or trials
demonstrating, and using written materials. (Includes facts, concepts,
skills, appreciations.)
Eacili taking Discovery . Being able to present meanings that the teacher
has in mind indirectly, as by asking leading questions, inductive teaching,
using games for learning, discovery-style programmed instruction or labora-
tory lessons, and discussion techniques.
Facilitating Value Clarification . Being able to stimulate thinking on
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issues that involve value choices. Helping learners clarify what they
feel, want to do with their lives, short and long term goals. Being able
to communicate a non-judgmental interest in students' values.
Facilitating Thinking . Being able to stimulate thinking without
subject matter or value goals. Exercising creativity, reasoning. Clari-
fying learners' ideas. Developing logical thinking.
Facilitating Sensing . Being able to stimulate sense awareness,
especially in unstructured domains such as aesthetics, feelings, apprecia-
tions, physical sensations. Expanding, exercising, and sharpening con-
sciousness even beyond verbal concepts and beyond time-space dimensions.
Administering Learning Situations . Managing learners, time, space,
materials. Handling disruptive discipline problems. Using teacher aides,
including computers. Giving directions. Providing out-of-school experiences.
Maintaining Learning Climate . Motivating students for teacher goals.
Working with student goals. Developing students' capacities for responsible
self-direction.
Working with Groups . Interpersonal relations. Handling individual
differences. Group processes, including the management of conflicts, par-
ticipation imbalance and group decision-making.
Working in Large Organizations . Bureaucratic communication. Insti-
tutional climates and their effects on personnel. Changing an organization.
The learner-helping relationship. The supervisory-administrating relation-
ship .
Obtaining Feedback . Evaluating student progress. Evaluating teaching
effectiveness, formally and informally. Using feedback to re-evaluate
decision-making.
Integrating Competencies . Using a variety of the above competencies
in appropriate sequences and combinations, such as in teaching problem-
centered units, team teaching, and working under various classroom con-
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ditions. Student teaching.
Belcw there are listed many of the various learning experiences or modules
offered within this program. These modules can vary in length from a few
sessions to a long term on-going process.
We believe that some of the modules should be mandatory while most can
be chosen freely according to the student's interest.
While one can see an overlap among several modules, these modules have
been constructed to avoid redundancy. Also as the program develops, it
is hoped that all those concerned with the program will add to the offering
as needed, as well as deleting those offerings which are no longer relevant
or are less efficient learning experiences.
Classroom structures that foster human growth . Proceeding from the
premise, "a classroom structure is any pattern of events, behavior, or
circumstances which affect learning," this offering explores the nature and
types of structures present in classrooms. The effects of structures and
alternative models of organizing classes will also be examined. Some types
of structures are: classroom rules, seating patterns, teachers' roles,
societal expectations, and communication flow. Participants will have the
opportunity to share personal experiences and insights as well as to coop-
eratively work out individual plans for their own experimentation. As a
result of this experience, participants should become more able to choose
organizational patterns to produce specific classroom goals.
Conflict resolution model . The conflict resolution model is a procedure
for resolving interpersonal conflict between teacher/student, teacher/
teacher, or teacher/administrator and student-to-student , parent/s tudent on
a mutual, non-authoritarian basis.
It utilizes concepts of Carl Rogers and Hiam Ginnott in a micro-teach-
ing style in which teachers role-play conflict situations which are recorded
on videotape and played back for critique.
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After learning the model a teacher should be: (1) better able to
express honest feelings to students, administration, etc.; (2) better
able to listen to others and to demonstrate that he is listening; (3)
better able to resolve conflicts on a mutual non-authoritarian basis,
and (4) provide alternatives to conflic^ful situations.
Values Clarification in the Classroom:
In place of moralizing, sermonizing, inculcating, and judging, this
module offers readily-learned techniques for helping teachers clarify child-
ren's values. It can help teachers give to children a process which they
can use to become clearer as to their goals, aspirations, beliefs, and
desires - and move toward action. Children taught using this approach
should become less apathetic, flighty, confused, indecisive and passive.
They should move toward self-actualization.
Attending Behavior (Ivey, 1968; Ivey and Rollins, 1970) . Structured
exercises and experiences aimed at improving the communications process by
developing listening skills.
Strength Training (Weinstein, et. al., 1969a) . This module uses TV
recording equipment in role playing situations to enable the teacher to
experiment with new behaviors, to maximize his strengths in dealing with
classroom and other interpersonal situations, to give himself feedback and
thus move toward behaving in more successful and satisfying ways.
T-Group (Schmuck, 1968, Miles, 1964) . An on-going T-group will be
conducted by experienced trainers. This will be an opportunity for par-
ticipants to work on intrapersonal growt 1' , develop working relationships,
deal with expectations and fears, and develop more self-cinf ident , assertive,
responsible, and self-directing behaviors.
Games played in the classroom (based on the work of Bernard N i senholz) .
Unhealthy classroom interpersonal "games" are role played using TV equip-
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ment in order to develop awareness of ones own "game" behavior and develop
alternative ways of classroom interaction. Feedback will be provided to
enable the participant to become more open and honest with himself and
others
.
Methods_of fostering critical thinkin g. Practice experiences in -
compiling lessons utilizing twelve categories which develop critical think-
ing and values in the classroom (based on the work of Louis Raths)
.
Practical experiences in holding conferences with children utilizing
counseling techniques in order to help clarify thoughts, feelings and
relate to children in more open and intimate ways.
Models for Classroom Teaching:
-
Student
__
centered classroom
. Implementation of non-directive counseling
procedures as applied to the organization and process of a classroom.
The teacher trainee will develop knowledge and skills in the philosophy
underlying the procedures and methods for the operation of an understanding
of the potential problems encountered in, the alternative resolutions of
classroom problems, and the goals/process outcome for both students and
teachers in the student centered model.
Social and Learning Theory Classroom Models . The implementations of
operant and classical conditioning techniques as applied to organization
and process of a classroom.
The teacher trainee will develop skills and knowledge in the principles
of Skinnerian, Hulbran, Pavlovian behavioral psychology.
The teacher trainee will develop skills and knowledge of behavioral
psychology as applied to classroom settings.
Humanistic Psychology Models . The teacher trainee will develop an
understanding of humanistic (third force) psychology and its applications
to educational systems.
Teacher-Centered Models . The implications of psy chodynamics theory
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for classroom models. The teacher trainee will develop an understanding
and skills necessary for developing a classroom based on psychodynamic
theory.
Education of the Self:
A series of experiences which are organized to focus on three very
broad areas of personality awareness and development: identity (who I am),
connectedness (how do I relate to others)
,
and power (how can I change a
pattern of my behavior which I assess as toxic). Based on the work of
Gerald Weinstein, director of the Center for Humanistic Education at the
University of Massachusetts. This series is predominantly affective, and
attends to the awareness of feelings and behaviors and the consequences of
each. Major processes included in this series is the generation of more
productive alternative behaviors from which the individual can choose, and
support on adopting one or more of them.
Practicum in Educational Organization:
Selected students will be encouraged to "shadow" various types of
members of the educational establishment. Negotiations will be made with
principals, nurses, department chairmen, school board members, etc. to
permit a student to spend several days traveling with them; observing the
complexities of their jobs.
Awareness Experiences:
These very important activities are designed to sensitize students to
the interactive needs and feelings of all the humans who make up an edu-
cational system. (See Appendix which is aimed at elementary level. A
secondary level version is being prepared.)
Human library:
Staff and students will organize and maintain (with community help),
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an access system to tap the pool of unique resources of knowledge, skill,
and experiences which exist in the community. This will be a service
which will be provided to both college and local schools. Funding will
be sought to expand and refine this project.
Diagnostic Teaching:
Based on the work of Dr. Marshall Rosenberg, this module provides
training in the identification of styles of learning and the creation of
appropriate teaching behaviors.
Tutorial Program:
At various points in their training, students will have opportunities
to tutor individual or small groups of children in various settings. This
can have a great bearing on the development of competence in the individual-
ization of instruction.
Social Group Work:
A program of volunteer placement in local social work agencies will be
established to provide students with the chance to work with children in a
non-school setting. The goals of such settings are quite different from
those of schools - and the behavior of children is commensurately different.
Log Keeping:
Each student will be taught various innovative methods of log keeping
(journals) developed by McCarty, 1969 (based on an idea by S. I. Hayakawa)
.
Students will be required to keep journals regularly and to review them with
their core groups and advisors. Learnings can be "fugitive" like ether -
this is a way of concretizing them as well as providing an opportunity to
meaningfully share, and a data source for student and program evaluation.
Simulation games:
Situations occurring in normal teaching experience (as well as other
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life situations) will be simulated using "in-basket" and other approaches.
Students will have a relatively safe opportunity to experiment with their
own behavior choices.
Reality Focus Games:
Developed at Southern Illinois University by Sax, Harmin, and McCarty,
these are encounter-group style structured interactions. In a safe setting,
students can experiment with new behaviors using their own lives as content.
Independent Study:
Students will be offered a wide variety of projects (as well as encour-
aged to develop their own) which will be supervised by staff and student
committees. Projects can range from extended field work to a guided reading
program.
Educational Research:
Students will be taken through a guided reading/lecture program exploring
current educational research in terms of what it says to the teacher. Students
may organize and conduct educational research studies of their own or replicate
already published studies.
Micro-teaching Laboratory:
Students will maintain (with initial staff supervision) a laboratory
utilizing TV tape equipment. Students plan short lessons, teach, review the
taped lesson with a supervisor, reteach, and review the lesson. This method
can promote rapid skill growth and development of feelings of competency.
External Evaluation:
A team of teacher educators and people involved in affective or human-
istic education will be chosen from outside institutions to periodically
visit the program. This team will be asked not only to evaluate but to
suggest new alternatives.
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In addition, teams of staff and students will occasionally visit other
institutions in order to search out new ideas and maintain a clearer per-
spective about the directions in which the program is going.
/
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APPENDIX
"AWARENESS experiences" for elementary student teachers
by
Frederick H. McCarty
Bernard Nisenholz
Russell Kraus
It is the first week that student teachers from Alpha College are out
visiting the public schools. You are invited to Parksite School 'in which
some of the student teachers you'll be supervising are doing their obser-
vations .
As you walk into one classroom, you observe some of the student teachers
sitting in the back of the room with plugs in their ears.
Next you notice a student teacher holding the ladder for a custodian
who is changing a light bulb and engrossed in conversation with him.
In another classroom, you observe a student teacher looking at all the
desks and making a list of what is written and carved on them.
In the principal's office, a student teacher is interviewing the prin-
cipal. She is focusing on his feelings about his job, the children, himself.
What you are seeing, as you probably have already realized, is not typical
of first week experiences of student teachers. These are a few of the aware-
ness experiences the authors have developed for the improvement of teacher
training. Some of them are intended to enable the student teacher to better
realize how school is experienced by the children; others are geared to
increasing understanding of the processers of the educational environment
the school board, the support personnel, parents and so on.
Some experiences are devised to help practice teachers become aware of
classroom events, both verbal and non-verbal, overt and covert, which affect
the learnings within.
With considerable variations in the length of school visits, numbers
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of classes and schools seen, and complexity in the organization of these
experiences, the idea of the observation is fairly uniform: this is a
"taste" of the classroom experience to come. Student teachers are supposed
to become aware of the parameters of their chosen profession. In many cases,
it is intended to be the first taste of classroom reality after the courses
in theory, philosophy, and methods.
It it therefore lamentable that these observations so often have a
passive character. The prospective teacher rarely gets a "in depth" per-
spective about the learning processes she observes.
Her impressions which seem to last come from the teachers she talks to
and from her outside viewpoint. Rarely, if ever, does she get more than a
glimpse of the school world as perceived by the client of that system. It
is that client's eye view which we would like to explore here.
To hear a doctor talk about his hospital and then to hear the nurse's
perceptions would give a very skewed view of that institution. Those of us
who have spent time as in-patients know the hospital in very different terms.
We know where it succeeds and fails—and from a subjective, personal
, and
potentially highly-motivated frame of reference. Many modern hospitals have
been designed with the help of interviews with patients. It is this rationale
which impels us to urge the incorporation of client-centered experiences into
teacher training programs. More than just the clients' world, it would be
useful to become aware of the institution as perceived by all its member
groups
.
In addition, we know that experiential learning, active learning, has
greater potential than passive "book learning." Practice teaching is itself
one example of this principle. We would like students to move away from
objectivity, distance, and the "from the top down" vantage point and into an
action-research" model in which they can become uniquely sensitized to their
future students' worlds. We see the following list as preparing them to make
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more accurate and effective professional decision in choice of activities,
methods, content, and teaching styles.
1. Spend an hour observing a class with plugs in your ears. Pay
attention to non-verbal cues. What is being communicated? How much of
the non-verbal behavior is noticed by the teacher? How much of the teacher's
non-verbal behavior is noticed by the children?
2. Talk to the school secretary and/or the school custodian. Arrange
to assist them for a short period. How do teachers, administrators, and
students behave toward you? How much enjoyment is there in these jobs?
3. Arrange to interview the principal of a school. Focus on his feel-
ings about his job, the teacher, parents, the children, the district. Ask
what his biggest worries are. Ask him to explain his philosophy of education.
Ask him how he decided to become principal.
4. Make a list of everything written on the walls in a school bathroom
and on desks in one classroom. Try to imagine the feelings which underly
the graffiti you find. Imagine the situations which caused those feelings.
How are graffiti in elementary schools different from those in higher grades?
Are the feelings the same? (Are urban school graffiti different from those
you might find in suburban schools?)
5. Imagine what a school would be like if it didn't have a principal
or any one "boss man." Describe such a school. How would decisions be made?
Would you like to work in such a school? Share this exercise with several
teachers
.
6. Arrange to "tag along" with a 5-12 year old whom you didn't previously
know. Spend a full day with him or her. After the day is over, pretend you
are an "Emotion Accountant" and draw up a "Psychic Balance Sheet" for him. How
did he come out? With a positive or a negative balance? How did he feel about
having you along? How did you feel?
7. See two or three current children's movies. Watch the kids. How are
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they different in that setting from the way they are in school?
8. Write detailed reminiscence of your childhood — focusing on the
dynamics of your relationships with parents and other adults. Share it
with a child ask him to compare it with his experiences.
9. Ask your students to collaborate in writing a test which you have
to take. Let them grade it. Share and compare feelings with them.
10. Spend a morning in a secondary school class. Ask permission to
teach the class. Compare these students' behaviors with those of the stu-
dents in elementary grades.
11. Pick a topic you consider to be useless, unimportant, irrelevant.
Construct an elaborate lesson on that topic — including a test. Try to
sketch out the unit from which the lesson would come. Now ask yourself
how similar that lesson is to lessons which are being taught in the classes
in your school. Take one of those lessons and trim it down until only the
really meaty material is left.
12. Make a contract with yourself to do all of the homework assignments
that you give to your pupils. Keep a diary of your feelings. Permit some
students to help create homework assignments. Use the criterion, "Is it
fun?" to judge assignments. Or the criterion, "Could this be done just as
well in school?"
13. Attend a school board meeting. Take copious notes: Who said what,
what were the issues, what kind of relationships were there between members,
etc. Also, record your thoughts and feelings. How much was learning discussed
Did children figure importantly in the discussion? What was their attitude
toward teachers? Imagine you were a member of the board. Describe what you'd
do.
14. Think of an idea of a concept which you feel is important for your
students to know. Spend several hours in the library researching as many
different opinions about that concept as you can find. Aim at finding out the
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relevance o £ the Idee to the lives of y„ur students now, in the 70 's,
80 s, etc. Then re-evaluate the importance of the concept.
15.
Be a silent observer at teacher's lunch. Watch for attitudes, non-
verbal behavior, expression of feeling, us e „f Jlrgon
. „hat „e the
rules in that environment! One another day, try to participate. How are you
accepted or rejected?
16. "In order to learn something we must change it to fit ourselves."
Find two or three examples of this idea in your personal experience. Then
watch for it in your class.
17. Ask several teachers why they became teachers. Ask yourself. Ask
some kids who say they want to be teachers someday what they hope to accomp-
lish. Or, may be you have a better question to ask. Go ahead.
18. Ask a local teacher organization representative to tell you about
his organization. Ask about his personal history with the group. Pay
attention to his voice, gestures, animation. How does he seerr. to be feel-
ing about what he's saying? How often did children come up in his explana-
tion?
19. Ride the school bus in the morning. Then in the afternoon. What
do children talk about on the bus in morning and afternoon? Watch their
body-language. What’s being said non-verbally? (See Body Language by
Julius Fast.)
20. Take recess with the kids. Use the playground equipment as the
children do. Don’t be a teacher. What feelings are you aware of? How
different are they from those in the classroom? How could you bring some of
those feeling" into the classroom?
21. Close your eyes. Your mind is a radio with nine stations: the
kindergarten and grades one through eight that you attended. Let your
tuning dial roam up and down the stations. Stop when you tune in on a really
loud and clear station. What’s the program about? Is it happy, sad, friendly,
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terrifying? What details come to mind? What's the content of the program?
(Do this with several other people. Discuss, share.) If you want to, repeat
this activity several times.
22. Ask several children what three changes they would make if they
were principal. Ask several parents the same question.
There are lots of variations possible with this exercise. How' about
asking teachers? Or asking several principals what changes they would like
to make but cannot? Compare these with your own list of desired changes.
23. Go to lunch with the children. Stand in line with them, eat the
same food, obey the same rules. Listen closely to the tone in the room.
Listen closely to your own thoughts. What do you find yourself thinking
about, wishing for?
24. Gather a group to children to play a game in a classroom. Ask one
of the children to play teacher. (They can take turns and each can get a
chance.) You play student along with the rest of the children. Focus your
attention of those elements which the children give most energy to parodying.
Let yourself go — play teacher, too.
25. Gather a group of children to role play. Pretend your 're in a class
and have all just been given your report cards. Everybody has at least one
failing grade.
Having a discussion about feelings relating to failure. Then read
Glasser's Schools Without Failure
,
Engelmann's Preventing Failure in the
Primary Grades
,
and or Holt's How Children Fail .
26. Find the school rebel. Ask him what changes he would make in the
school that w_uld enable him to feel comfortable there. What sort of gestures
and facial expressions does he use when he is talking about this?
27. Gather a group of 10 to 20 fellow student teachers. Each contributes
$1.00 to a "kitty." Split the group into two teams and have a spelling bee.
The winning team divides the kitty. Have a non-participant observe the behavio
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of the players and give your group feedback. How does competition work?
How did the losers feel? What kinds of remarks are made among players?
28. Write a list of all the rules, both written and unwritten, that a
student must obey at various grade levels. Set yourself the task of obey-
ing everyone
,
of them for two or three days. As the grade levels rise,, do
the rules change taking into account increasing student growth and maturity?
Which rules are you still obeying today?
29. Make a list of the people you love. Ask yourself, "Am I satisfied
with the length of this list? What can I do to add more names? Remove some?
Am I satisfied with the way these relationships are going? Give the same
assignment to the class you're teaching. Compare lists and discuss.
30.
Pretend that you are unsure about becoming a teacher. (Some of you
will not have to pretend too much.) (1) Imagine yourself in some other pro-
fession. Tell someone else about your imaginary work. (2) Then pretend you
are already a teacher. Describe your work to your listener. (3) Ask him to
feedback to your gestures, facial expressions, and voice tone and volume, in
each exercise. What clues to your inner feelings do you find? (Playing this
before and after practice teaching and keeping a notebook might be helpful.)
The student teacher might choose as many of these experiences that fit
his frame of reference as he feels necessary.
No one need choose all of them. The results of the experiences can then
be reported and shared with other student teachers. The results might be
communicated in any form one wished. (The more imaginative the better.)
These experiences are not intended to be the alpha and omega of the
building of awareness. Instead we see th_m as stimuli for the creation of
new exercises keyed specifically to each individual setting. Supervisors
o
and others are invited to alter these exercises or create their own.
Some will be really relevant to particular student teachers. In our
experience with them, some exercises were seen by student teachers as central
to their training. Other student teachers were only partly affected, if at all.
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What was important was the opening of thinking and experience in a new
and uncharted area. Our student teachers were learning very different,
particularistic things they felt like pioneers discovering children and
themselves
.
The authors would appreciate hearing of variations on these exercises
new exercises, and experiences people had in trying them.
APPENDIX II
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STRUCTURED HUMAN GROWTH EXPERIENCE
EXPERIMENTAL AND CONTROL GROUPS
1. Getting Acquainted
This experience was used to facilitate the involvement of the student
teachers. The student teachers were asked to form dyads. Each dyad member
was told to tell the other as much about herself as she felt comfortable in
doing. The time given for this was about five minutes.
Afterward, another dyad was invited into the original and groups of
four were formed. Each former dyad member then introduced the other and
repeated what he had heard.
2. Station Seeking Radio
This experience was used to help student teachers become better
acquainted, and to share experiences which have had an impact on their own
education. Student teachers were asked to close their eyes and imagine that
their minds were a radio with nine stations: the kindergarten and grades one
through eight that they attended. They were instructed to let their tuning dial
roam up and down the stations, and to stop when they had tuned in on a reallv
loud and clear station. They were then asked to concentrate on what the
program was about. Was it happy, sad, friendly, terrifying? What details
came to mind? What was the content of the program?
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Afterward, they were asked to share their programs with each other.
3. Self Collage
Student teachers were asked to create themselves in the form of a
collage. They selected pictures, words and phrases, and other materials
which represented them, or expressed ideas and things which were important
to them. Collages were assembled in various shapes and forms. The purpose
of this experience was to develop openness, mutuality, and belonging among
the student teachers.
4. Here and Now Awareness
Student teachers were asked to complete the statement, "Now I am
aware that . " No other instructions were offered. If they made
themselves stuck, they were asked to state, "Now I am aware of feeling
stuck." This experience was used to develop self-awareness.
5. Mirror Focus Game
Pairs of student teachers were asked to stand facing each other. Each
alternated as leader and follower in order to pantomine and mirror responses
to gestures and facial expressions as a method of promoting self-awareness.
Following this, each student teacher shared her feelings about leading, and
being led.
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6. Creative Conflict Resolution
This is a model for conflict resolution developed by the experimentor,
and based on the work of Carl Rogers, Hiam Ginott, Allen Ivey, and
It is a procedure for resolving inter-personal conflict especially between
teacher and student on non-authoritarian basis. Student teachers were required
to role play conflict situations which were recorded and played back for
critique.
7. I Have Available
The purpose of this experience was to have the student teacher get in
touch with their own strengths or resources. Each student teacher was asked
to complete the sentence, "I have available . " They were told to
become aware of whatever emerged, whether things, personal qualities, or
other people that would allow them to cope with their world and do what they
wanted.
8. Focus Games
The purpose of focus games is to have group members actively listen
to each other, give honest, helpful, and generally positive feedback. The games
attempt to give people opportunities to talk about what they want and to have
people listen helpfully rather than competitively and destructively. The personal
focus game was one example utilized by the supervisor. In this game there is
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agreement to focus on what one person says. The person is drawn out through
questions and encouraged by the expression of positive feelings that group
members have toward her. The rules of the game remove interference
phenomena and permit the focus person really to communicate and the group
really to receive that communication.
9. Value Clarification
Student teachers experienced a series of value clarification techniques
which they in turn could use to clarify children's values. These techniques
based on the values theory of Raths, Harmin, and Simon are geared to give
individuals a process which they can use to become clearer as to their goals,
aspirations, beliefs, and desires - and move toward action.
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EXPERIMENTAL GROUP STUDENT TEACHERS'
EVALUATIONS OF THEIR SUPERVISOR
Evaluation 1
It has been a great experience having you as my clinical professor.
First I thank you for your kind listening ear and time. You have the ability
of drawing out my thoughts and letting me talk. Some days I was beat and
frustrated, but after we talked I always felt much better. Although at first I
was somewhat frustrated, because I had to diagnose my own ideas and teaching,
I found as time went on that this was very helpful. You will note, "I" have
overcompensated with my use of the first person singular.
When I started Core I, my precise goals in the teaching profession were
not completely clear. The work of this semester plus our sessions have helped
to greatly clarify my objectives. I certainly appreciate your helpfulness in
getting resource materials and books for me. Also, it was comforting to know
that you were available to be contacted if I needed you. You have actually given
me self-confidence which I needed.
I actually find this part of the evaluation very difficult to write because
personally I don't have any resentments. The only criticism I have concerns
the Wednesday group seminars. I was annoyed that many of the students left
early. These premature departures disrupted the continuity. In this area I
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think you weie a little too liberal, but I also know what your rebuttal wrill be.
To recapitulate, I appreciate all your efforts for me and I don't think I
could have navigated through Core I without your help.
Evaluation 2
For me, I would have liked you there every second to report any and all
traumatic experiences that occurred. In nine times out of ten you were there
or I got to you the following day.
I liked the way you spoke to me. You spoke in a pleasant manner,
always giving me support. You never said what was best, but you helped me
realize my own alternatives so that my decision might be made. I agreed
completely with your method of letting us evaluate ourselves as far as grading,
observations, journals, etc.
,
because we are the only ones who know the whole
situation as far as our semester goes and its much easier to learn from your
own mistakes. Self-analysis is hard to do at times but very meaningful. I
have gained a lot this semester by looking into myself into my mind, and
correcting my faults.
All in all, I thought you were a great help. Without you in the beginning -
especially with my switching of teachers - I would have been a neurotic mess
!
I thought our weekly talks had a strong impact on future lessons and ways to
handle myself and my kids. It helped me cope with my next day. When we
r
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spoke whether in passing or in our meeting, I did not in the least feel
inhibited speaking to you.
Because of all of this, I did not look at you as someone giving me a
grade, but someone who was willing to listen to me, help me through the
rough spots that enabled me to attain the knowledge of this semester of interning.
Bernie, thanks for everything!
Evaluation 3
Appreciations - I feel that you did a very good job during the course of
the semester. I opened myself to you and you were the same and always
answered any questions I had, truthfully and without hesitations. So many
times I was able to express my emotions and feeling concerning problems,
happiness, and sadness. And you were usually there when I had problems or was
happy, or frustrated. This was all very helpful to me. I could express all
that I felt without any reservation.
To me you always told it like it was, and that was really important.
There are too many BS'ers around. I am striving to be an honest person and
to know myself, and I feel you helped me along this line. I feel we had an
excellent relationship and I have lots of hopes of being at Clark working with
you next year.
Resentments - None.
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Evaluation 5
Bernie, the main appreciation I have is that I knew you were there
a nd you were giving me moral support. I knew when I was ready I would be
able to talk with you and relieve my mind. You wer
.
always ready to listen and
help if you could. I always felt good after our conferences. I really felt that
you were not only interested in me as a student teacher, but as a person.
Hov/ever, I felt that there were times that you really didn't open
yourself up. I would ask you how you felt about me after I had asked you to
observe me, and you would always come back with how do you feel. I wanted
feedback from you, but your feedback.
I felt that when I made a demand on you, you at least tried to meet it.
This was a good feeling.
Evaluation 6
The things that I most appreciate and am thankful for are your sympathy
and understanding. I think this was helped greatly by your own experiences of
knowing what teachers go through. I also appreciate your availability.
Whenever I have needed you for anything, you were only minutes away. I
appreciate your suggestions for making better lessons and for solving problems
relating to individual students. Your moral support, especially in the past
few weeks has been very helpful. When I seemed pessimistic about a situation
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you showed me optimism too.
There is only one resentment that I have. I don't feel that you opened
yourself up enough (to students). In conferences when I wanted to know your
feelings it seemed like it was turned around many times so that I was giving
my feelings instead. I value your opinion and I think it would be more helpful
(to me and others) to know how you feel about situations or lessons, etc.
I consider my teaching experience a very good one and there are really
no demands I have that you have not met (other than the one above). There are
some changes though that I would like to see take place in the program. First
of all, I think more could be gained from our meetings if they were held during
instead of after school when everyone is exhausted. Secondly, I would like to
see the pass/no pass system go into effect. There are enough emotions and
problems to deal with in student interning without having to think about grades.
Evaluation 7
Bernie, I appreciate being able to speak to you when I had my downs.
I appreciate your listening, for there were plenty of times I needed someone
to listen to me. I am happy you respected my feelings and accepted them as my
feelings. I admire you for being sensitive about others feelings just because
they're one's feelings.
Thank you for all your help and understanding. I have achieved a great
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deal this semester and feel much more confident with myself. I always knew
you were there if I needed anything. That's a secure feeling for a student
teacher - it was for me. Have a good summer Bernie, and take care.
Evaluation 8
L actually feel like telling you to submit to me a grade of yourself along
with a self-evaluation, but because I like you, merely on your request I will
open my head to you.
Bernie, you used to scare me. You used to be a threat to any phoniness,
mask or self-deception I may have entertained. By the way people build
defenses, an open, honest person, to me anyway, was a threat, especially
someone I did not know who wanted to share the personal experience of first
time teaching. Anyhow, you became part of my personal experience. The talks
and encounters we had have made me appreciate and not fear your honesty.
There was no garbage in our talks, no beating around the bush. It was gut
talk. Self-introspection and general awareness are things to value and I have
you partly to thank for bringing the importance and necessity of these awarenesses
back to me. I think I put on the blinders for a while to ease some of the compact
of the Jungle Your availability and willingness were really great. Whenever
I needed you, you were there to listen. I'm grateful for that.
Well Bernie, I'm glad you don't scare me anymore - that's really a good
sign for me. Thank you for being you.
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STUDENT TEACHERS' SELF-EVALUATION
CONTROL GROUP
Self-Evaluation 1
This semester I've been student teaching in North-West Jones, in a
fourth grade class. The class itself was a fairly good one, but at times they
were hard to control. I got along very well with my cooperating teacher and
feel I've gained experience in teaching here.
The class was run in a very traditional manner. There was no talking-
out loud, not even quiet noise while work was being done or groups were meeting.
I think that I will allow more of this type of noise as long as learning can still
go on. I found many contradictions teaching in this school. Most of the things
we've learned at the University seemed difficult to put into practice here. My
teacher uses little or no modern techniques (games, visual aids) to help in
lessons. Usually, each lesson was given right out of the book. Mimeographed
s heets were used very often and some filmstrips were shown for science and
social studies. My lessons were based mostly on creative writing using some
fun-type ideas. I did this because the -lass had little practice in this area. They
really need help in writing stories and using their imaginations.
However, I did not do as much teaching as I would have liked. When-
ever I did, the teacher let me go as far as I wanted and she seemed to really like
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what I dido But, she continued to go on with her daily plans in arithmetic and
social studies. These are the subjects I would have liked to have taught. I
feel this is partly my fault because I didn't ask. My teacher didn't say anything
to me about this. I don't think that she understood that I should and could be
taking over these things. I would have loved to do a social studies unit. In
spelling and reading, I did a lot of work.
Because of this experience, I feel I am better able to take over my own
room. I have learned so much, especially about handling kids. The urban
setting has been so beneficial to me. Because of their lack of materials and the
right kind of instruction, they are far below grade level. This has been very
frustrating for me at times. I could review the same thing over and over
again, and they still can't get it. I think that my lessons have interested the
class and have been successful. Yet, I feel that I am capable of a lot more. I
know I still have much more to learn. There are things I am unsure of such
as how to handle some discipline problems. I realize the importance of
consistency.
I've learned basically how to plan a lesson, make it interesting and to
make the lesson relate in some way to them. I feel that I deserve an A in my
student teaching experience. I have been observed many times by both you tmd
Bernie and have gotten favorable reactions from both of you. Through this
experience, I have gained more confidence in myself as a teacher.
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Self-Evaluation 2
I feel I had a wonderful, important, and rewarding experience student
teaching at Northwest-Jones. Although almost all of the children in the class
are somewhat of a discipline problem, I considered it a challenge, rather than
a burden or hinderance to teaching. Discipline was a major obstacle that had
to be broken in order to get through to the children. I feel one must be a little
authoritarian (firm and polite, not yelling all the time) in order to control
and handle them. What one says, one must carry through so they know you
mean business. I feel I have broken through this barrier with my experiences
with the children (good and bad) I still must become less friendly with some of
the children and more firm, but this I feel will come with further experiences,
for "experience holds a dear school. "
Involvement and learning go hand in hand. I tried, in all my lessons to
get the children involved by having them participate and deduct themselves
relevant and important generalizations. I first would give them basic important
facts and then would ask them a question to start them thinking. It was then
up to them to draw from this material and form their own conclusions. I felt
the children would learn more from this type of lesson (then having them just
listen to me ..attle off facts).
Although I primarily worked individually with the children rather than
in a traditional classroom situation, I feel I learned a great deal. To develop
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a good raport between teacher and student is an important step in handling the
class as a whole. I feel the children understand and learn better on an individ lal-
ized basis where the teacher spends time with each child. Besides me teaching
the children, I was at the same time being taught, learning lessons from my
classroom teacher as well as the children themselves.
I feel I deserve an A for my core I experience. Northwest Jones was
my first exposure to a classroom situation and I feel I learned a tremendous
amount about teaching. I have put a lot of time and effort preparing for each
day. I tried many different approaches in handling the children and teaching
1 essons to see which method works most effectively. I learned a lot in these
ten weeks.
Self-Evaluation 3
Before I began to student teach, I sat down and formulated a list of
objectives which I wanted to fulfill throughout the semester. I was then, in a
sense, testing and grading my ability as measured against my aspirations. I
would not allow myself to be satisfied with my performance until I had reached
my goals I had set for myself. My aspirations were:
1. To be able to communicate with the children on their level. I
wanted to get into their minds and see how they feel about
school, life, etc. In a sense, I was trying to become their friend
because I wanted them to accept me; to talk openly with me. I
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wanted to understand them as best as I could.
2. To try and develop a relationship with them as a teacher. I wanted
them to respect me not only as a friend but also as an "authority"
figure - a teacher.
I feel that a teacher must know and understand every child's wants and
needs in her room. There must be a true communication betv/een the teacher
and her students. 1 have been successful this semester in fulfilling my objectives.
I haven't had any problems with discipline or management this semester.
As a result of this understanding I have obtained, I feel that I deserve an A for
this semester, not only because I have achieved my objectives, but also because
of all the extra time and effort I have put in as far as planning lessons and all
the experience I have gained by teaching half and full days. I'm completely
happy with myself and satisfied with all that I have accomplished thus far. I
hope next semester is as enlightening as this one has been.
Self-Evaluation 4
I've talked to Mr. M. and three of the subs we've had. They all decided
that I deserve an A. Myself, I've thoroughly thought about this and also rate
myself worthy of an A. I've been left alone often because of so many subs and
have never had any real serious problems. I've been able to trace student's
progress in areas I've been working in, especially math.
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The only area I feel a lack in is creativity, but as a student teacher I
feel this shouldn't be seriously considered. I've worked very hard, especially
in front of Mr. M. whose opinion I value highly. He is a very outspoken man,
saying only what he believes and he is impressed with me as a teacher.
Self-Evaluation 5
I student teach in an opportunity class at North-West Jones. My
cooperating teacher is
.
My aim for teaching in this classroom is to see whether I'm capable and
if I would enjoy teaching mentally retarded children. I've worked with mentally
retarded children in other capacities, but I never taught them. I enjoy teaching
these children. I feel I am capable of teaching them. Many times I do feel
frustrated and defeated but I always try again. What makes me try harder is
the fact that most of the kids do want to learn. I feel I'm also capable because
I don't give up, I'll try things in different ways until I know I got my point
across.
I've learned it's not easy teaching at a school like North-West Jones.
The school does not have enough supplies, and a teacher has to be creative to
keep his studeuts interested. I learned that audio-visual aids are a great help
to the classroom. Showing the class a filmstrip improves their oral reading
and also makes a lesson enjoyable.
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I know my biggest problem I was confronted with was discipline. For
the first few weeks I let things go by. I realized I was being taken advantage of.
When I did discipline a child I couldn’t be serious about it and my inconsistency
showed. The students thought it was a game and they didn't listen. One day I
just got really angry and they knew I meant business. Since then I know they
respect me more as a teacher. I still yell but when I do they respond more
positively to it, most of the time.
I think I deserve a B+ in student teaching because I always worked hard,
I never slackened off, I'm interested in the students and I found it to be a re-
warding experience at times. I don't think I deserve anything about a B+
because I don't think I was an excellent student teacher. I've made mistakes
and I know I'm still making mistakes. I have tried my best.
Self-Evaluation 6
A major criteria for me in judging myself v/ould be in questioning the
accomplishments and extent of my effort over the past two months.
The only way I can give myself a positive grade is if someone has gained
from my efforts. Speaking for myself, although I did not enjoy the school in
which I was teaching which includes an aura set by the school and the teachers
in it of a completely disruptive, game-type of atmosphere, the situation has
given me a great deal of stamina for future use in teaching. Under the stresses
of the situation and of the work and responsibilities given to me, I must admit a
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proudness in what I would term my sincerity in teaching by the fact that I never
gave up. One thing teaching did not turn out to be for me was an 8:00 - 3:00 job.
The teachers I observed seemed to have obtained a rough exterior yet somehow
lost heart toward teaching anyway. When and if that happens to me I arn through
being a teacher.
Between things the kids have said to me, my conferences with K.
,
and
a little introspection of my own - I think I am coming away from this experience
with a certain degree of confidence in me as a teacher and an overlapping role -
me as a person.
As to the gains of my students, there was a rapport with some of them
that I think meant something. Many kids who came after school to help me on
some projects exchange ideas and questions with me - eventually leading to a
good thing, friendship. Their actual educational gains (in math) are important
I suppose, but in the whole spectrum, as I see it kand I've learned to see it -
relevancy of experiences count. I can only hope they, or some, or one can say
a positive thing happened from our experience together.
As for my effort, my humble self must admit it was never-ending. To
end or interrupt the routine of the weeks, I made games, activities and in
general fun, math-related breathers to give both my students and myself a
rest.
The fact that I could not take over a class and have it running relatively
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smoothly without giving hum-drum board work is part of my self-criticism.
Another is the fact that I could not motivate more people or investigate into
their records, personal life, etc.
,
in finding a key to the motivation needed.
I found my time taken up with people asking questions first.
EXPERIMENTAL GROUP
Self-Evaliation 1
I feel very good about myself and my teaching. I have learned a lot in my
junior student teaching. I became very aware of my weakness and my confusion
in the beginning. I learned by experience what worked for me. I learned to be
completely myself and relax. Then I found that I had less problems. I know
that I went from being a very unproductive person with the kids to a productive
person. I became more relaxed and more willing to become part of the class-
room situations. I became willing to venture out and go on a limb. This was
all due to the fact that I had gained experience and confidence.
I learned about discipline. I learned how kids misbehaved and some-
times why. I learned how the children reacted to certain types of discipline,
and what worked. I became sensitive to the children's moods, and in many
instances veiy aware of their background. I demanded respect from each
child and respected each child in return. I told them what I would and would not
tolerate. I told them what I expected from them. Mainly, the children knew I
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was sincere and consistent in my discipline and my own behavior. They knew
me as well as I knew them.
Conclusively, I feel that I have accomplished all my goals, I gained
experience and skills. I became very aware. I tried new things and ideas. I
learned from the mistakes and felt absolutely great when an idea was a
smashing hit. But most of all I gained confidence. Because I feel confident I
know I have reached my goals. I feel very good about my junior year of student
teaching. I feel I have made a good start. This, I hope, is a stepping stone in
my learning and my career in teaching.
Self-Evaluation 2
I found teaching this semester to be more exciting and rewarding and a
greater learning experience than I ever thought it would be. Before I was
assigned to Northwest, I was pretty sure that a suburban school was the school
for me. I was extremely apprehensive and nervous living with Mrs. M. and
going to N. W. Jones the first few days. It was the best thing that ever happened
to me - now I realize that the inner city kids and school are really the things I
want.
I've grown considerably these past few months thc- ^- my relationship
with my cooperating teachers, mv INds ’"-• JNisenholz, Mrs. M. and others.
Thev e are m"’~ mings my teachers do and say that I disagree with but I've
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learned that I can not expect them to think like I do or visa versa. A student
teacher has to be a very tactful person if she is to survive in her classroom.
/
Some of the techniques of my teachers I know I will never, ever use and there
are other techniques I strongly approve of.
These good and bad points are what made my semester such a good
learning experience.
The kids in my class and I, in my opinion, have a warm and wonderful
relationship - maybe better than their relationship with the teachers. At times
my teachers have kidded me about being too soft. I feel that my concern for the
kids really does pay off. The children seem to sense that I love them because
99% are extremely open with me and very responsive. I can't ask for any more
from them than they have already shown me.
I've found that teaching is more work, more tiring (physically and
emotionally) than I thought it would be. I feel there is so much more to learn
about this profession but that most of what is left to learn will come from
future experience. One of my immediate problems is my tendency to become
very emotionally involved with my children. I have dreams of being, eventually,
the kind of teacher that the children will always remember as really helping
them when they needed it most. Teaching should be invigorating to not only
the teacher but to the class as well. It is important for the teacher to be
genuinely interested in her class and I feel that I am now and will be.
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Self-Evaluation 3
My experiences at North West Jones have been the most enlightening
and learned of my college career here at the University of Hartford.
My goals when I entered Core I program were to basically observe and
to learn teaching methods. I learned a bit of teaching methods but I also learned
that you must show your anger and show your feelings to children. They have to
believe you are human and can be hurt. I feel that dealing with young children
there has to be emotion, because there is so much emotion on the children's
part.
One minute they are he-men willing to fight you and the next they are
c rying on your shoulders. I learned that what you say you have to carry through
or they will walk all over you. If the lessons are interesting most of them will
pay attention and want to learn what you are teaching. I feel you must teach
on an individualized level, everyone is just not made the same. I do have one
problem that is of getting too friendly with the kids and smiling when I probably
should look mad. I feel this will be overcome with more experiences.
For my experiences and confrontation and time and effort also putting in
a lot of feeling, I feel I deserve an A- for this murse.
Self-Evaluation 4
It is quite difficult to evaluate oneself objectively, to step outside of
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one's being and see accurately, and concisely what has been accomplished.
So perhaps this evaluation will be in a more subjective light, dealing with those
things I have been made aware of and feel I have learned.
I admit to feeling anxiety at the thought of working in an all black school
at first. I felt unsure as to how I would relate to children whose culture, and
life-style was so foreign from my own. Perhaps that has been the one thing of
the most value which I have gained from this ten week experience, is that I have
learned not to be afraid. Instead, I have learned to trust. When my own fears
were overcome, I could realize the potential, and beauty of these children. They
have a zest for life I have not often seen before. But, even more I witnessed
this potential being wasted, and curiosity being stifled, in an outdated system
that is unable to cope with today's needs.
My experience has not been a positive one, nor has the working situation
within the classroom been all I had hoped for. I seemed to have learned my
1 essons in a backward fashion. Instead of learning what to do in a certain
situation, I have learned what not to do. From the mistakes made by my
cooperating teacher, and from his unreasonable disciplinary tactics, I have
formed my own philosophy of discipline in my ov/n classrooms of the future. I
can't believe, and I refuse to believe that a paddle or a strap can provide any
discipline other than an element fear which requires the children to behave, I
will not have this in my own classrooms. Firmness is needed to build respect,
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but this respect that so many teachers seek, can not be one way. It must be a
mutual respect between student and teacher.
Although my specific teaching experiences have been limited dealing with
the entire classroom, I believe that the efforts I have made have been successful.
Response has been good, and I have sought ways to motivate, and stimulate the
students and while doing this for them I have discovered which strategies worked
well and which do not.
Though frustrating, and often anxiety provoking as this experience has
been, I feel I have gained much. Most important, is that a teacher never stops
learning or growing (as I have observed in my classroom), for when he does,
his lessons become flat, and as a teacher he will lose his usefulness. He then
becomes merely a fact provider, unhappy with his job, and of little aid to his
students. This has become my uppermost goal. I want teaching never to become
boring to me, for when it does, it will be reflecting the boredome of my students.
It is difficult to grade myself, as I have been conditioned to evaluation
by others. I have decided to give myself an A, reasoning that I have achieved
the goals I have mentally established for myself as the ten week experience
progressed. These objectives I have tried to reach to the very best of my
ability.
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Self-Evaluation 5
I am giving myself an A for my student internship. The main reason
being that I think I have more than accomplished the objective I set for myself
in the beginning. One was to gain a personal understanding of a city school and
the children that make it up, another was to gain practical experience in putting
my ideas of teaching to work.
I feel that I have gained a very personal understanding of each of the
children in my class. I have been able to establish a rapport with all but one
of my children. The communication that I have established is what I am most
happy about. When I first started to teach, I hoped this would happen but I soon
learned that this communication and understanding is a very necessary part of
teaching. The children get frustrated easily with new and difficult tasks. They
are very sensitive children. Without knowing what is making them frustrated or
v/hy they are upset, it is impossible to teach. If you ignore their feelings, then
they turn you off, which is understandable. I found that another way to combat
frustration was to constantly give them praise. If a paper was only half right,
I would tell the child how good that half was. I learned very early that if I
criticized papers, the children v/ould tear them up and communication would be
lost. I found that the positive approach was best for disciplining also. I learned
that a list of class stars, people who were Ready, or a bag of lollipops worked
much better than keeping the class after school.
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Many cf my idealistic views of teaching were fused with my realistic
experience. One thing that I learned is that teachers work very hard, but that
hard work is rewarded by happy children in class. I can't explain the feeling I
got when I saw the children enjoying a learning experience I had worked hard
to plan.
I learned that the best thing to do was to be honest with the children.
They deserve honest answers to questions and they know when they are getting
them. My children have asked me occasionally why they had to do a certain
lesson I had prepared. If I -ouldn't give them a good answer, I either altered
the lesson or did away with it. In this way, they have helped me to evaluate my
teaching. The children have taught me to be honest, emotionally and not to hide
my feelings. I am very grateful to them for this.
Self-Evaluation 6
I believe that I have become more understanding, more secure in my role
of teacher, more enthusiastic as a person and more confident and pure happy.
When I started student teaching I doubted that I would ever really become
a teacher. Today I doubt whether I "outd ever stop teaching. When I started
student teaching I felt doubtful of successfully reaching children; today I am
confident that I can work and love my students.
The students enthusiasm has rubbed off on me. I now feel free to show
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excitement, happiness, love, or sadness. Part of the beauty of the whole
experience has been derived from sharing feelings with children and I've become
more open as a result of their candidness.
Finally, I've become more relaxed with kids and more willing to instill
a good self-attitude with them. One of the greatest moments I have had came two
days ago: Jamie (a little girl) was picked up after school by an older brother.
As they left the school yard her brother called her stupid. Quick as a wink,
Jamie yelled back, "I'm not stupid. Mrs. Fingerhut thinks I'm smart. Ka, ha,
ha to you. " Isn't that wonderful that I can convey my feelings and can help
children's self-picture ? ! ! I'm bragging but it is all so wonderful that I want to
let you know what has happened within the last 8-10 weeks. I've grown from a
person who feared the role of teacher to a person who leaves the role of educator.
This note may have sounded terribly conceited but that wasn't my
intention. Certainly I'm not a perfect teacher but I have gone a heck of a long
way since I first observed a classroom in September.
Thanks so much for all the help and understanding.
Self-Evaluation 7
At the beginning of my first semester student teaching, I had set many
goals for myself. Some of these are that I would get over my so called stage
fright and be confident and composed giving lessons or just being in front of the
class; I wanted to gain the discipline of the class and to be able to maintain
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control of different situations occurring in the class. I wanted to be a friend,
yet still remain a teacher image to the kids, especially to develop a rapport with
them; I had hoped to become familiar with the organization of group activities,
planning lessons, organizing lessons into games with creativeness and then if
ready plan my lessons and follow them through with back up work etc. and then
maybe take over the organization of the whole day.
As I conclude this semester of student teaching, I feel all my goals have
been met, except for the last one. I did not take over the planning of the whole
day. This was due to an extent, to a lack of communication with my cooperating
teacher, and also to the fact that my class is basically a wild bunch and needed
the strong hand and authority of Mrs. P. Though we missed what each other was
saying at times, it usually was beneficial at the end. For example, Mrs. P
did not give me as much planning as I would havel liked. She instilled in me the
technique of getting a lesson ready on a minutes notice, which is a good quality.
As I look back to my first day or even my first lesson I was scared.
Not anymore, now I am calm when I am giving my lessons and there are no signs
of nervousness (even with Mr. D. peering at me !). I don't die anymore when
Mrs. P. points to me and says, "It's your show. "
My outcome to student teaching is one of positive reaction on my part,
lam now able to plan lessons and follow them through. I am also able to take
charge of the class at any time. I am not at a loss without preparation. I
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have become very flexible to different times. According to Mrs. P. 's criticism,
of today's lesson, especially, she thinks everything is going well. Her criticism
was positive and she was very pleased with the way things are working out.
In my opinion, I feel I deserve an A. I feel the goals that I set for my-
self have been met. I would have liked more opportunity to demonstrate my
1 earned techniques, but for what I was offered and allowed to do, I feel I did it
to the best of my ability and that which is deserving of an A.
Self-Evaluation 8
In an overall summation of my journal, I know I learned much from my
observations of Mrs. G. while she taught and from the way she taught. I was
aware of many aspects of school life and was able to benefit by my eyes being-
open. This awareness expanded to an awareness of my personal life, my friends
and family, my feelings and moods. I have been able to take a more critical
outlook on life, being both sensitive to situations and also questioning them. I
feel this semester of student teaching, combined with the process of creative
communication which you, Bernie, introduced to me, has helped me to reach
another step in the process toward self actualization. I'm both pleased and
proud of my achievements in student teaching and with my achievements in my
own personal life. Being able to better cope with problems, both in and out of
school, has made me more confident of myself and helped me to realize I am a
person in my own right.
appendix V
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EA
EV
FS
R
PSR
SR
CODING KEY
Expressive Adjective Statement
Expressive Verb Statement
Feeling State Statement
Statement Indicating Self-Responsibility
Positive Self
-Reference Statement
Self-Reference Statement
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CODED EXCERPTS FROM STUDENT TEACHERS JOURNALS
CONTROL GROUP
Sample 1
SR SR
Today I mainly observed. All I really did was to bring kids to the
SR R
bathroom and out to recess. I brought in a movie entitled, "A Trip to the Zoo. "
EA
After the movie, Mr. M. led the group through a detailed discussion. They
R SR
also drew pictures of their favorite animals (which was my idea). I brought
these home and then returned them to Mr. M. Later, we put the rest of them on
SR
the bulletin board. Later in the day, Mr. M. and I went over his plan book;
EA SR
a mazing how it really helps. The day really went smoth and I was able to leave
at 2:15.
Monday is the longest day. No break so we have to keep them busy all
day. Today we didn't have recess so we played a game called "7 up." This is
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EA
an amazing game, plus it kept them quiet. Now to keep them busy we gave them
e nough work to keep them occupied all day. This nu kes for a quieter day. We
w orked straight until 2:00 today. Most of the papers were in so thus far this
SR EA
mfethod works. I think, the game during recess was the highlight of the day,
preparing them for the coming afternoon.
Sample 2
SR EV
Today I realized that when going around the room helping people I'm
FS
more at ease helping the boys who sit singly than the girls who sit in a tight
SR
group. I guess when I get to know them better it will be o.k.
The teacher said it would be good to learn the names of the kinds in the
SR
cour classes I am going to teach so when I want to yell at them, I can do it by
EA SR
name - Sad, but somewhat true. I wonder why there has to be a discipline problem
perhaps there isn't enough respect for each other as human beings?
SR EA SR EV
I’m really curious about this. I hope I '’an cope with it and improve
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SR
whatever it is. But first, won't I have to knew what it is?
SR EV FS
A girl told me she was going to get me. Another girl said she hated me.
I have to get my head straight about the Black situation and me. I think I'm
FS FA
jealous of their, I don't know what word I want, but I guess it encompasses
FS
SR EV
their lingo and their actions. The Black teachers share it. I feel left out. It's
SR
not me to act like that, yet I too like to belong.
Sample 3
Mrs. H. doesn't waste a minute of time there's been so many times when
I've been tempted to say "forget these last ten minutes, these children can
finish work or read a book or do three pages in their BRL's. " If a teacher
wasted ten minutes a day, that would average out to quite a bit of time lost time
out of a year's instruction. In high school or in college, most profs
will waste
this ten minutes where as in an elementary school - they don't! It's
been so
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SR
long since I've Seen children work right up until the bell rings.
SR
April Fool's Day ! I taught this morning and all morning long the
EV FS
children kept teasing me. We had fun all teasing each other. It was fun
SR EV
looming down to a child's level again. The whole day was laughs ! I even faked
them out too
!
Sample 4
SR SR
I showed the kids a filmstrip and I know I need improvement. I wasn't
SR EV EV
really sure of myself. I feel I'm slipping into the ways of the teacher and it
FS EV SR
^scares me. Somethings I know I wouldn't of agreed with five weeks ago, I
SR
seem to see now why some techniques are used. I'm not sure whether I'm
EV SR
falling into the groove of I really believe in these techniques.
EA SR SR
It was an awful day. I gave a lesson and I had very little control. I
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EV EV
yell at them and then I smile because I know it's such a game. Mr. K. spoke
SR SR EV
to me about it and he told me I have to be consistent. If I yell I have to remain
EA SR
serious. He's right. I just have to learn to control myself.
Sample 5
EA EV EV
The kids were unhappy, felt they were burdened with too much work.
EV
They feel I'm trying to take the class away from Miss C. The work was an
SR
R
excuse. For the next week, I'll switch them back to board work and see the
SR EV SR
results. I don't feel I give them too much work, and I never pressure them,
PSR
I'm always willing to help them in any difficulty.
EA EV
Today was a beautiful warm spring day and the children were itching
SR
to get out in the fresh air. I held a reading period outside - together we read
SR EV EV FS
poetry. I was surprised and pleased how nicely the children behaved. Instead
of continually fighting, instead, they acted like, well behaved ladies and
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SR EV
gentlemen. I feel it's good for them to get out of the hot stuffy classroom,
EV
and if they can behave properly outside - why not have a class there.
Sample 6
The day consisted of mostly seatwork, arithmetic, spelling, language
and BRL. There was social studies in the afternoon and a film on Switzerland.
SR
I corrected papers on the months of the year and days of the week.
SR
Usual seatwork. Handed back language papers and had them corrected.
SR
Took group 1 in spelling and introduced new words. Social studies was done in
afternoon, saw filmstrip on Holland.
FS EA SR FS EA
Today was boring. I was very tired, so were the kids. It rained all
EA SR
day and the weather made everything very dreary. I didn't really do anything
SR SR
special today. Tomorrow, I'm doing a creative writing, lesson. Gave spelling
test.
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EXPERIMENTAL GROUP
Sample 1
Today went badly - Perhaps it was the weather, or just everyone's mood
in general. Mr. P. came in expecting the worst and as a result got it.
EV EV
Although he explained to me on Friday that he does strap and paddle the
SR EV
kids, I couldn't quite believe that anyone would actually strike a child with the
intent to really hurt. His belief that you just can't be too nice or too kind to
SR
these kids, you have to show them w’nos boss ! - runs contrary to my basic
philosophy. If violence is the only form of discipline that will work, then
SR
perhaps I'm in the wrong field.
SR
I couldn't stop flinching when I heard the strap strike the palm of the
child's hand - The reason, using a pen instead of a pencil to do math homework -
how absurd.
SR
I believe that though this may be the form of discipline they are used
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R
to, they must be taught - especially by those they respect that there are other
methods,
SR R
Mr. P. understands that I will not use this method as we had previously
SR
discussed it - but I think the greater problem will be with the children when I
EA
don' 1, hit. It's bad to have such differing points of view in one classroom.
SR EA FS
Back to the grind. I'm tired of the routine, but not of the kids. They
make part of this worthwhile, and fun. It's good to take a chance to talk to
them. This afternoon we didn't do much work and did more talking to the kids.
They have views and opinions that need to be heard, and even more, listened to.
Sample 2
SR
I did not look forward to going back into the classroom today, but thought
FA SR EA
that I should give it a chance (teachers have bad days). I was wrong. There was
SR
continued screaming from Mrs. S. 's mouth. She gave me a headache. She
EV EV SR
punished and threatened the kids constantly (mostly with more seat work). I
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EA
was glad when recess and lunch came, but they did not go out for recess —
SR
punishment. I mostly corrected which seemed like millions of papers.
SR EV PSR EA
I felt real good today about everything, and when I feel good, real good -
SR EV EA FSSR EV EV EA
I can almost tell the kids are going to feel good. I wish I could feel great every
day, but I suppose that if I did, then there would never ever be any great days.
Sample 3
EV PSR SR SR
Feel much better about myself. Today I actually fit into the role of
SR EA PSR
teacher. Me, P.
,
the student, is now a teacher. Great - that is the best way
to describe my feelings today.
SR
I don't like the hostility that seems to linger between a few of the
SR
teachers. I always thought teachers ought to be above petty behavior. Guess
SR R
teachers are human beings, but I intend never to fall into the type of behavior I
saw today.
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SR EV
Another problem - As much as I admire my cooperating teacher, I
EV EV
feel she favors the afternoon class, and thereby influences their behavior. In
the afternoon, she greets the kids personally, allows them more independence,
FS EA
is generally more delighted with their work than the work and personalities of
SR
the morning class. I've been trying to compensate by spending time before
school with the morning kids, but so far, no results.
EA
Nice happening - A child was asked to leave my group in order to work
on an art project. He protested saying, "I want to stay with Mrs. P. She
EV EA EA
makes me feel good. " Isn't that wonderful ? !
!
SR EV FS EA FS PSR
I feel tired but happy. This morning both K. and Mrs. B. were late so
I had to lead the morning session by myself Kr the 1st hour. Kids were veiy
. SR
cooperative. We had the regular morning exercises. Then I read a story, and
SR
v/e wrote down what the kids dictated about the story. I was impressed with
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EV
how well all but two had really listened. V. told me her grandfather died and
EA FS
had to go away. She seemed confused but didn't seem to want to talk about it,
SR SR EA FS
so I'll wait and see what happens. I told her I was very sorry to hear the
SR EV EA
news. Bernie - You didn't show up. I feel cheated.
Sample 4
EV SR
No trouble with S. today - he kind of ignored me because I wouldn't pay
EA
too much attention to him yesterday. He's really a funny kid - he's always
SR
getting into trouble, but I have to keep from laughing. Another classroom
fight - they seem fairly common.
SR
The art teacher turns me off completely. She talks to the wall and she
EV
stopped the lesson today because on the kids belched and forgot to say, "excuse
me. "
Most of the time the kids are doing work sheets or workbooks. So far,
SR ES EV
nothing very creative. I hate when they are made to keep their heads on the
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desk with the lights out - It's such a waste of time.
?. FS SR
The kids seem to enjoy the classroom. I'm getting to know a lot more
SR
children. They come to me for help now - they talk to me much more freely
SR
than they do to the others. I think it's because they know I'm younger.
Sample 5
EA FS
Today started off very well. The children all seemed happy and ready
SR
to do their work. Maybe it was my attitude toward them too. It was a
EA
beautiful spring day and everything seemed to go right. In the afternoon I did
EA
the arithmetic lesson. Mrs. B. said that it was good but that it was a little too
long.
SR
Later in the day, I did an experience chart with the kids. We talked
about what we see in the springtime. First we just listed things. Then we wrote
EA
stories. They came out very well. The children were really very creative. Now
SR SR R
that I know they can do things like this well, I will plan more of them.
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Mrs. 13. told tho childron toduy thut she would bo gone for throe weoks
FS
starting next Monday. yome of the kids seemed to be upset, but most of them
SR
just accepted it. Maybe the fact that they knew I would be there for some of that
SR
time helped. I'd like to believe that it did.
Sample 6
EA FS EV
It was a good feeling to be back. The kids welcomed rne with open arms
EA SR
and they were very concerned about my back. In fact they wouldn't let me lift,
EA SR FS EV
b end or carry. They are so cute. I luv them!
A new boy came into our class today. He is from Mississippi and he is the
only white kid in the class. At first when he came in, a few of the boys said, "We
SR
don't want no whitey in our class. " So I turned to them and said, "I'm white
FS EV SR EV
and you like me don't you? The tcids shut up and began to open up to M. a little
more.
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Sample 7
EA SR
Today was a fun day. I finished up my telephone conversation lesson
with them, and it was a lot of fun.
EA EA FS EA
William was some star for today. A very quiet and subdued, calm and
EA
collected speaker - THIS WAS WILLIAM??? What a pleasant surprise. All
EA EA SR
day long he was polite and not a disturbing factor to the class. I was truly
EA FS EA
amazed - happily amazed.
FS EA
The class seemed very relaxed today, perhaps cause they weren't
EV SR FS PSR EA SR FS EV
yelled at. I was relaxed also, I felt like their classmate and not their teacher.
Sample 8
EA FS EA SR
Today was fine. It was a calm, regular day. I find myself really
EV SR EV EA FS EA FS PSR SR EV PSR
enjoying the kids, and having fun. I feel relaxed and happy. I feel as if I can
ERV SR
handle most situations, and will assert my feelings and opinions. I try to be
SR
very fair to the kids. Discipline seems to work best for me when it is not
SR PSR EA
foremost in my mind, and I handle it as it is called for. I know I am surer of
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EV
myself, and I feel as if it has gotten across to the kids. They still test me
SR SR EV FS EA
sometimes but they know me and my personality now. I feel good!
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